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N teacher during the transition oeriod" (McDonald, 1980, p. 25),

Mentoring: A Review of the Literature
| With a Focus on Teaching

Introductionv '

. The most critical year for c1assroom teachers is the first;-the

‘beginning year. In this year beo1nn1ng teachers, who may have romantic

fatt1tudes and conseouent]y unrea11st1c expectations, engage in either a

successfu1 and rewarding experience or a painfu1, frustrating and terminal

" one (Compton, 1979 P- 23). Bush (1978, p. 3) defined the first year'of

teach1ng as the most cr1t1ca1 period in a teacher s career:
o the cond1t1ons under which a person carries out. the first years of .
1 teaching have a strong 1nf1uence on the level of effect1veness which’
that teacher is able to achieve and sustain over the yearss on the
, “attitudes which govern teachers' behavior over . even a forty year
career; and, indeed, on the dec1s1on whether or not to continue in the

teaching profess1on (Bush, 1978 p. 3).

Freder1ck J. McDona]d states a similar view in.the recent ETS study, "the

.deVe1opment of a teacher is shaped.or determined by what happens to the

>Recogniiing the beginning teacher is faced. with sometimes

dinsurmountable cha11enges; many local education agencies, as‘we11'as

independent ‘school districts, are currently designfng induction programs.
One feature of these’irduction programssis the appointment of'a mentor or

sponsor teacher, Th1s review- 1s des1gned to summarize ex1st1ng 11terature

.fron the teaching profess1on on the mentor1ng re1at1onsh1p in order to

assist educators in enhanc1ng 1nduct1on.programs. A review of pert1nent
research concern1ng the mentor1ng phenomenon provides education
profess1ona1s interested. in 1n1t1at1ng a "mentor teacher" or "sponsor

A
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'teacher" program with an important resource This paper focuses on three
maJor areas: the concept of mentor1ng and its theoret1ca1 foundat1ons, -

mentorial activities as they re]ate to teachers and 1nduct1on programs, and -

' the nature of the mentor-protege relationship 1n professions other than . I
P s

- 7wmeducation. Due to the 11m1ted research produced>1n the education. arena 7 —
“concerning'mentor1ng among teachers, foundat1onvstugjes from the bus1ness' I
and- adult development disciplines were consulted. -A focus was maintained, l

however, on research which would have ré]evance'in school settings. Linda

Cox states in ~"—I'\Aclap’t1~\*/pehl‘~4-entor1ng" (1984, p 56) that: “H"anfieldsvsuch as | ’I
education and bus1ness where the human resource is the most va]uab]e asset, | o W
there 1s much overlap 1n the re]evance of"th1s process [management - l
strategy]. “f ' ; - . ' | . 3 .|

The Need for Assistance for Beginning Teachers

There is 11tt1e doubt there is a profound need for ass1stance for.‘ | '."
beginning: teachers. McDona]d notes that for most new teachers, "surviving
is thefparamount goa]; and the beginning teaCher is Tikely to adopt the
' pract1ces that help him or her surv1ve" (McDona]d, 1980, p. 23) Lortie
(1975) recogn1zes that teach1ng seems to be the on]y profess1on‘where "the
beginner becomes fully respons1b1e from the first work1ng day and performs
- the same tasks as a 25-year veteran " Janet Newberry (1977) in an
1nvest1gat1on of how 23 beginning teachers 'learn' about their chosen
profession, concludes their. educat1on was largely dependent on exper1enced
teachers around them Newberry prov1des major f1nd1ngs in reference to the -
beg1nn1ng teachers.

The study notes that beg1nn1ng teachers relied,on exper1enced teachers

to define for them appropriate standards for student ach1evement (Newberry,

i977, p. 19). Generally, beginning teachers hesitated to seek help unless s
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they felt safe that their competence would not be guestioned' For example,

new teachers did not seem to feel they shou]d know what to expect from their

students, and therefore they felt free to consu]t w1th experienced teachers

H

1_about defining normal student achievement Through staff room discussions,

beginning teachers educated ‘thamselves on standards they cou]d expect in’ .
an ~ their respective classrooms. Frequent consultation with experienced ' B
teachers were on the_fo]]ow1ng’topics:A (a).the-levei of achievement of the~.
"~ . beginning teacher's students, (b) what shi]]s‘ought to be mastered by o s

certain times of the year, (c) whether certain sténdards of work fell within :

‘the normal range ‘and (d) what kind and level of difficulty of work would be_.

required by teachers at the next grade 1eve1 (Newberry, 1977 p. 4-5).

Prevaient among beginning teachers was the fear of being thought L | r;'f

incompetent as they were constanrtly faced with the expectation of performing

as. experienced teachers. This expectation apparentiy caused beoinning o {4T\rf

'teachers to fee] that any requests for ass1stance wou]d be interpreted as CL

'S1gns of incompetence. Therefore beginning teachers asked for asSistance ;;
on‘"Safe,J minor problems. Newberry describesfthe prob]em(s):
They asked experienced teachers for suggestions for physical education,

or phonic - games. They asked advice on tektbooks;Lthey asked\how to\\sirqf_c :f

~_organize fie1d Irips ??heysESk;f§&93§1f]C ques ons that cou]d be _
answered eas11y and qu1ck1y In other words, organizational
arrangements and the beginning teachers' own‘attitodes combined to
create the myth of the instantaneousiy competent teacher who'needs
minimal heip" eveloping an effective teaching program. (Newberry,

1977, p. 11)

o,
. ‘

Experienced teachers, on the»other“hand, were hesitant to offer _ 'f?

assistance to beginners for fear of appearing interfering (Newberry, 1977,

[
w

~ . ’ . o
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p. 19). Not only. did many exper1enced teachers wish not to 1nterfere, but

" some 1nd1cated they did not des1re to be 1nvo1ved in the prob1ems of

beg1nn1ng teachers (Newberry, 1977, p. 6) One beg1nn1ng teacher stated

that in her school "teach1ng methods were never d1scussed that she d1d not

know what the other teachers were doing, and that she was qu,te Sure that e

they did not care what she was doing." 0ther beg1nn1ng'teachers reported

that experienced teachers remained detached from them (Newberry, 1977, p.

Like the Newberry study, Roger S. Compton s (1977) study revea1s
similar frustrat1on exper1enced by beq1nn1ng teachers. ‘One teacher states
1 needed he1p in d1sc1p11n1ng 'students. A new teacher in the ;;____
schoo1 system is expected to rely tota11y on, h1s own resources It is
’str1ct1y a 'sink or sw1m sntuat1on ti?e 1s tough in this schoo1 and
+hat att1tude is extended toward teach1ng Everyone is 'too busy' to »

, g1ve an encourag}ng word, _.As ‘one-administrator to]d me,‘"You asked for

 this Job--we d1dn t.ask you." - (Compton,,1979, p. 24)

Without direct he1p from the exper1enced teachers, ‘the” novrce 1earned SR

- by watchxng and 11sten1ng, in and out of classrooms. New teachers dfd‘not':

know how their programs compared to those of other teachers, as they never*
had an opportunity to see exper1enced teachers in action, and furthermore,

exper1enced-teachers-se]dom des*fjbed their activities in classrooms.

Beg1nn1ng teachers 1n Newberry s study, however, were acqu1r1ng 1nformat1on_

' fconcern1ng pract1ces and be11efs of exper1enced teachers. The acqu1s1tion-

of knowledge was informal as they watched and 1nteracted with teachers

‘outside actual classroom s1tuat1ons Their methodology entailed (a)

11sten1ng to comments in’ the staff room and looking at materials brought in

by experlenced teachers, (b) listening to comments and investigating

o
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i usedTNewberry, 1977 p w.

. criteria, the beg1nn1ng teacher had 1dent1f1ed Y p0551b1e source of

°7<¥éprofess1ona1 support~and guidance for the year If, however, these two

}jand whose teach1ng 1deo1og1es were compat1b1e Desp1te.the'barr1ers that

most beginning and experienced teachers experienced, there‘appeared to.be
‘coqu be estab]ished 'Conscious1y, the*novice searched for an experienced

: resource teacher who taught the same grade and ‘in a manner s1m11ar to their

_own. If a person was 1dent1f1ed who was consistent w1th the stated

(Newberry, 1977, p. 5). Newberry, thrquh her study, justifies the need for

mater1a1s at the dup11cat1ng mach1ne and (c) 1ook1ng through open. c]assrooms’ﬂ

P -

doors or v1s1t1ng other teachers' classrooms before or. after schoo] The.
1nd1rect manner of observ1ng the exper1enced\teacher informed the beg1nner
about the kind of work\the facu1ty was engaged in end the techn1ques they

Newberry observed that whenever c]ose re]at1onsh1ps d1d deve]op between

beg1nn1ng and exper1enced teachers, they were a]ways between teachers of the

.~

same grade, wpose classroons were 1ocated across from or- beside each other,

AN a

certain circumstances under which very close professional relationships

e
-~

cr1ter1a.cou1d not be filled by_the same ' person, the beginning teacher

abandoned hope of finding a source of exteﬁded.assistance'from the faculty

a carefu]]y p]anned induction program for beg1nn1ng teachers. : ‘ - Tl

The Der1vat1on of the Mentor Concept

In many current ‘programs, experienced teach°rs are be1ng utilized to

-aid be 1nn1n teachers and have bgen fden, as "mentor teachers." The
g 9 i ; ) .

arbitrary specification of some support teaclers as "mentor teachers" is

unsubstantiated in light of the historical significance of the term. |

v

"Mentor" was derived from Homer's Odyssey, wherein Athene took the image of

DI
ol g

Mentor, Ulysses' loyal friend, and was given responsibi1ity for nurturing

s M 2
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Te]emachus (U]ysses s son) when his father ventured off to l1ght the Trogan
War. Therefore. the term "mentor" historically denotes a trusted gu1de and
counse1or, and. the mentor-protege re1at1onsh1p, a deep and meaningful

association. In his book, James G. Clawson admon1shes, however, that the

re]at1onsh1p between Mentor and Te]emachus wasl1mtaan eas§ one. He states

...1t was Mentor s d1ffTCu1tstask to. he]p Te]emachus see the error 1n his

oudgment 1n a way\that wou]d a11ow the young protege to grow in wisdom and

“not in rebe111on“ f1980 pp. 145- 146) In light of 1ts historical

| connotat1on, the unbound use of the term "mentor" or teachers in inductien -

Y

,programs is incorrect, or at least not totally accurate. Edgar Schein
rm(1978,;p, 178) has;resn1ved_that the term, mentor, today ha5~been~used
| Toosely to mean teacher, coach tra1ner, posvt ve role mode] developer of
‘ta1ent opener of doors protector, sponsor, axd successful 1eader
The business discipline “has produced thé ‘greatest number of art1c1es
and data-based studies on mentor1ng wherein the concept is exp]ored from the
"perSpect1ve of career development (Herr1am, 1983 p. 163). However,_

(conitrary to Sche1n) th1s literature often d1st1ngu1shes the terms-~mentor,

. coach, or sponsor. The wood1ands Group in Texas, for examp]e emphasizes .

this‘difference. In coach1ng, a'"boss" he]ps the subord1nate meet Spec1f1c

growth needs , re1y1ng on a rich 1nterpersonal,re]at1onsh1p as weilsas
. i
. X : : /

performance appraisa1s, career planning, and assessment centers.; The wide

A\

'lrange of managerial tasks for coaches incTude such activities as sett1ng
cha]]eng1nq tasks for subord1nates keep1no subord1nates clearly 1nformed of
- what is expected and of the progress towards each goal, and. appra1s1no
subord1nates regu]ar]y and objectively (The Wood]ands-Group, 1980; p. 918).
"Sponsors" as distinguished from coaches, are likely to make statements

11ke "Susan Grey wou]d be a b1g he]p on thws," or “Let's put young Vargas on

/

~




. that -task force." Whereas coaches prepare individuals for current

fassignments,.sponsors discover and‘foster.individua1s fOr enhanced placement
in other parts of the organizetioh;- In order to perform their function,
sponsors gain access to knowledge gsoﬁt}new openings‘ahd.new programs as
we1fias: 'get'peop1e assigned to task forces or committees, andvca11ed into
.meetinqs,.mentioh peop1e with potentialitor specia1 or existing openfngs,
and apply subtle pressure to ‘get proteges cons1dered or placed (The |
Woodlands Group, 1980 p. 919). Invshort, sponsors must be generous.
command credibility, be insightful, and influential. 'Sponsors as "peop1e
p1ckers" recru1t new talent vet ‘risk negative consequences as peers resent

those who have "robbed" them of h1gh talent subord1nates or are criticized
hf.for proteges who do not succeed ~Therefore, some éponsors withdraw from
th1s precarious role. Far deeper and more s1gn1f1cant are the ro]es of the
mentor and protege. The wood1ands Group conc1udes,'"Sponsors are press
agents' mentors are everything implied in the definition 'trusted counse]or
and qu1de (1980 p. 919 920). N

It s ev1dent is. that the def1n1t1on and role of mentor varies among

,author57>>LJnda Phillip-Jones, who conducted_doctoral research on the .

mentor-protegelre1ationship, offered the following clarifications:

S SRS TR R RN EEERTTTEERTEES HERTT'SC -
’ . . . o o 3 . - . “’ . A ' , . . i

1. .- Traditional Mentor. These "c]assic" mentors are usually older

bosses, a1tho5§ﬁ”they can also be teachers, producers or even family

A

members who serve as protectors and parent figures for their proteges.

T .

They p1ay a very supportive role, nurtur1ng the1r proteges’ for a long

°

‘per1od of t1me.

2. Supportwe Bossd§. The most common :-type of modern-day career

mentor is the,supportivemhoss.‘ Almost all successful people have had

at least one or two such persons in their lives. This mentor will

——c T — - —
t
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wsua11y.be‘xdhr‘immediate boss, but it's a role that can be p1eyed by
'anyone in a difect supervisor position over you, such as teécher, coach
or director.

3. Organization Sponsors. The organization—sponsor is the man or
woman who, unlike the typica1,supportive boss, has reached the top
eche1on of management. In that bositioh of power, he or she has a
major say in dec1d1ng 1f you'll be among the chosen few promated to
-these coveted ranks. Most pres1dents of the g1ant U,S..corporat1ons
have had this type of spohsor in their 1ives. » \

4, Profeseiona1 Career.Mentors - these are the people you -can go out
and hire to-improve your career. o

5. Patrons - patrons are the pedp1e who ‘use their money or dther
material clout - and often their standing in the community - to launch
you ‘on your way. | |

6. Invisible Godparent. Invisibie godperents are people who directly
help you reach your career goals without ydur knowing it;
(Phi1Tip-Jones, 1982, p.22-24) |

Phi1Tip-Jones' research prov1des clear definitions of mentoring, however,

the terminology differs somewhat in the education arena. A common ground is

shared, however, among education and other professions when censidering the

theoret1ca1 foundation for nentor1ng

The Theoretical Foundat1on for the Mentor-Protege Relationship

Crucial to understand1nq the mentor1ng phenomenon is its theoretical

Base in adult deve]opment. Researchers in this discipline have sought to

’describe the comp1exities of the mentor-protege’ relationship and to

emphas1ze its 1mportance in the maturation of adults (Merriam, 1980, P..

162). The focus of the maJor1ty of this research is career development and
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the characteristics'of a workplace mehtor; mentorship as a factor in upward
mobility, and mehtoring as a process in organizational development (Cook &
Bennett, 1981, p. 1). The leading stUdy-—Dénie1 Levinson's Seasons’ of a
Man's Life--is an extensive research;brojett wherein he. studied 40 men
between the age of 35 and-45 to irace their adulthood! Levinson saw the
role of the mentor as multifaceted with an emphasis on the necessity "to
‘support and f;§i1itate‘the realization of the dream" of the protege (1978,
Yp. 98). Levinson states: The true mentor...fosters the young adult's
development by believing in him, sharing. the youthful Dream.and giving it
his blessing, he1p%ng tb define the ﬁew1y emerging self in its newly
discovered world, and créating é_sbacq in which, the young man can wOrkvon 2
reasohab1y satisfactory life structure that contains the Dream (Levinson,
1978, p. 98-99). In Levinson's sma]1'sampTe, the most successfu1-men had
had mentors as yocung adults whom they sought out.in their early adult stage
(N.B. Levinson's Seasons in Appendix A). Breda Mu}phy Bova and Rebecca R.
| Phillips' (1982) study reinforces Levinson's findings as 40 of the 67 males
who claimed mentoring said they became proteges dqring the early adult phase
of their ﬁife cycle whereas the others sought a mentor during the mid-life
transition (often the result of a career change) (p. 6).

C. Edward Weber, like Levinson, claims that mentoring supports and
encourages the protege in "actualizing" career dreams; however, in reality,
mentors and proteges db not speak of dreams but instead of "hope;,
objectives, plans, eVents, and actions" (1980, p. -20). Weber warns that
mentoring relationships may present hazards. Mentors, for example, may'be
unfulfilled individuals: — |

- Thus, they may see in theif proteges a chance to be reborn, to live

vicariously through-an alter ego, to recreate themselves in an attempt

o
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to gain a sprt of corporate immortality. They may yearn for the son or
daughter they never. had, or who, having grown up, has 1eft them.
(Weber, 1980, p. 23) | '
The protege may also work on either emotional or rational motives:
If the protege enters into .the re1ationship for purely rational
~reasons--because it holds out the promise of career advancement--the
re1at1onsh1p may end _unhappily when the protege asks, in effect "ok,
what will you do for me now?" (Weber, 1980, p. 23)
v Furthermore, the protege who forms an attachment based on emotion may
utilize the re1at1onsh1p to compensate for an unhappy chi]dhdbd or the ‘
mentor as a parent figure (Weber, 1980, p. 23).
Mentor1ng, 1mportant for the protege's growth, is also s1gn1f1cant for
the maturation of the senior partic1pant “Adult growth 1s enhanced at
'm1d11fe in order to redirect one's energ1es 1nto creative and productive
action that can be responsive to sa11ent concerns (Kram, 1983, P 609)
Merr1am states: . —
Thie ability to give.to the next generation is reminiscent of Erikson's
(1950) middle-age period of ‘adult development in which the
psycho-social tasks for midlife is to reso1ve the issue of generat1v1ty
versus stagnat1on Generat1v1ty is a concern for and an 1nterest in
'gu1d1ng the next qenerat1on... Clearly, mentoring is one man1festat1on
{of this mid-1ife task “(Merriam, 1984, p. 163). |
Kathy Kram notes that*"lnd1v1duals may feel challenged, stimu1ateo, and

creative in providing mentoring functions as they become "senior adults"

with wisdom to share (1983, p. 609). Schmidt and WO1fel(1980) suggest that

mentorshipvis one way in which older workers méy understand the significance

of their 1ives and professional contributions.

10
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These.studies suggest that'yound—persons seek out a mentor in the
"early adult phase" of their career in order to define their newly emerging
self and create their space in the world of work The mentor, in turn, w111
more than 11ke1y be challenged by the helping process and may better
recogn1ze the accomp11shmentshof their career. In school contexts, the

beginning teacher, often in the “young adult phase," is seeking to establish .

‘his/her person in the school. A..mentor association can assist these

“.teacters in the critica] period of maturation in the adult world of work.

The next section of the paper rev1ews studies of mentor1ng in education.

Mentor1ng Among E]ementary and Secondary Teachers

Studies of Mentor1ng»1n‘Schoo1s

Though research in education settings is quite limited, a few_studies
have been'pub1ished which focus on teaéherfteacher relat{onships and‘the_
phenomenon of nmntoring in e]ementary and secondary school. These studies
were conducted;by Nataiie Gehrke and Richard S.'Kay (1984) and Michae]-Fagan
and Glen Walters (1982). M1chae1 Fagan conducted a survey wh1ch ‘asked. 107

public school teachers and a compar1son ‘group of 70 po11ce officers and 87

agrses to eva]uate and report their experiences as mentors and proteges in

informal relationships. Emp1oying a ‘1iberal definition of mentor as "an

" experienced adult who befriends and guides a less experienced adult...one

i

who can offer support, advice, and opportunity to a young adult,” the
researchers designed their study to assess the frequency and nature of
mentoring in teaching and to examine relationships among job satisfaction,

jobfburnout, and an assortment of poorly defined personal characteristics

"and skills such as "tactfuTness" and "learning how to work with people.”

The design of the Fagan/Na]ters study is questionable because the authors

! fa11ed to demonstrate a convincing rat1ona1e for compar1ng exper1ences of
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police officers,.nurses, and teachers. These authors leave their'reader

with one vague notion), that ~mentoring based on their'own boundless

definition was preva]ent among pub11c high schoo] teachers. The authors

did, however, offer what appears to be usefu] recomnendat1ons to school

administrators who want to 1ncrease mentor1ng among facu]ty

1. Teach novice and veteran teachers the 1mportance of mentor1ng

2. Reinforce veteran teachers who show‘a s;ncere-1nterest in he1p1ng
beginners. 'Praise, extra training, time off, and pay raisesimight
be effectiye'reinforcers."", h_ \\ “

3. Arrange theAnorking environment so it is conducive to senior and |
* junior teachers becoming friends. Allow time for soc1a1 exchange
within the work day and promote off-work socma] activities (e, g.

bow11ng ‘team, br1dge c]ub ‘etc.) so that young teachers will become

friends ‘with more exper1enced teachers.

-} - (Fagan & Wa1ters, 1982, p. 117)

The authors, re]uctant to assert that specific mentor1ng relationships can

actua]]y be- arranged successfu]]y, due to "the chemistry factor," suggest

nevertheless that formal programs may be "worth trying". For a forma]_

program they adv1se

For examp]e, adm1n1strators could ask second ‘and th1rd year teachers to
indicate who helped them most in learning the Jjob, Those mentioned as
most he]pfu] could be asked to vo]unteer to be.a sponsor or a coach for
'recent]y hired teachers. Beg1nners cou1d4be aSS1gned to.a coach for
their first year. Hopefu]]y, the novice would relate we]] to the coach
and Tearn from him or her. (Fagan & Walters, 1982 p. 117\

Natalie J. Gehrke and R1chard S. Kay (1984) 1nvest1gated the presence

of mentor1ng among teachers and ‘the nature of the mentored relat1onsh1ps., A

12 ﬁ. o | ‘1'8;




'sample of 300 teachers from 12 schools (three high schools, three m;dd1e.
' schoo1s;.and six elemehtary schoo]s) was,drawn from a large western suburhan
school -district and teachers,were asked to complete a short'questiohnaire
concerning their careers in teaching. fhese authors'cautious1y,used the \g\ o
term mentor to denote re1atiohships-which-were "positive" and hea1thy, and ~\\‘\\\;j‘
distinguished the more neutra1-term; sponsor, for - those whose’ relationships
were less "benign." The authors state ‘
One part of the questionnaire asked 1f at any stage in their. career or
' career preparat1on there had been anyone outs1de the family who had
taken a personal interest in their careers and had helped, gu1ded or'
sponsored them. One hundred e1ghty-e1ght‘teachersvreSponded to the
questionnaire andﬁlll‘inoicated“haViho known such a person.' (p. 22)
Forty-one teachers of the 111 who claimed a mentor were interviewed and said
their mentors were co11ege. professors/supervisors, schoo1~1prihcipa1s.

followed. by'former'teachers, and co-workers. Only three teachers'named a

-fe]]ow teacher or co-worker as a mento;;aqd no teacher. named a co-operat1ng

- teacher. The most frequent]y filled roles (as identified by Sche1n, 1978)

_included conf1dent. role mode] *deve]oper of talents, and sponsor.. "Door
opener"” was described bv four teachers, "protector" by two, and "successfuI
1eader" by no one (Gehrke & Kav. 1984, o 22).
Gehrke and Kay also focused on the question of how mentor-protege
relationships deve1op in the school settwng 7
teachers said the relationship'began when. they came into contact
with the potent1a1 mentor in an educat1ona1 sett1ng such as a c1ass or
~ their first teaching assignment. Reports- of the teachers suggest that
'the re]ationships began with signals from the potent1a1 mentor that

they were "takimg an interest"!ih the teacher; Such behavior as

19




1 IR URRERR

B

frequent and apparently friendly ViSits to the c1assroom, joktni,

informal conversat1on, and encourag1ng remarks were seen as th1s

spec1a1 attent1on Tabelled "taking an interest”. o »
(Gehrke & Kay , 1984, pP. 22)

F1nd1ngs 1nd1cate the mentor and protege came together for a’ specific

" ‘purpose (e.qg., "teacher training”), and when that purpose was accomp11shed,

the re1at1onsh1p d1sbanded--“there was not structure for con+1nued persona1
.contact” (Gehrke & Kay, 1984, P. 22) The authors imply the re1at1onsh1ps
underwent change as they matured: |
-as ‘the relationship continued to. develop it became more profeSS1ona1
and ‘more persona1--1n other words, it did grow to be- more .
comprehen51ve The relationship was more 1nforma1 and car1ng as

_ between two fr1ends -and yet 1t was more 11ke1y to address profe551ona1

‘growth quest1ons in 1nstruct1ona1, curricular, and c1assroom management

issues.
A (Gehrke & Kay, 1984, p. 23)
Not neg]ected in the survey was an ana1y51s of the potent1a1 benef1ts
of mentor1ng re1at1onsh1p one-fourth~of the teachers c1a1med they wou1d

not have made the same career decisions had it not been for the1r mentors;

< the magor1ty of the teachers sa1d they believed that f1nd1ng a mentor was

1mportant to a teach1ng career; and, a11 but one indicated a des1re to be a

" mentor.. The authors conc1ude ". .there may be a k1nd of 1egacy of mentors

or sponsors--an 1ncreased w1111naness to assume the he]per s ro1es ‘when one

has been o) he1ped " Desp1te the contestat1ons of the surveyed teachers to

. become mentors, Gehrke and Kay d*§E1ose that feﬁiteachers become mentors for

other teachers at any point in the preparation and 1nduct1on per1od The.

authors ask: "Does this mean that the 1mped1ments--spat1a1, tempora]

a
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psychosoc1a1, organ1zat1ona1, or whatever--are too’ d1ff1cu1t to overcome?"

(Gehrke & Kayg 1984, P. 23-24), The literature. presented here is

significant if only to make educators aware that mentoringvamong’teachers

does ex1st to a limited extent

Induction Programs That Incorporate the Mentoring Relat1onsh1p

" ‘condition

‘perfarmance) - is

L1m1ted literature ex1sts in the Psych or- ERIC data base which.
describes current 1nduct1on proqrams in schoo1s However educators seek1ng
to estab11sh a mentor1ng program in their schoo1 district will benef1t from

noting the nature of existing programs and recommendatory articles by

others. The mentor programs reviewed are limited to those accessible in the

ERIC data base. ]
R1chard T1sher (1979) along with other educators, schoo1 d1str1cts andi

state departments of education have recognized the need for effective

K 1nduct1on programs (see N.B.. Zeichner's. "Capsu1e Description of E1even

Selected Beginning Teacher Programs in Append1x B). Tisher states: K The
nature of the educational setting, contacts with peers and types of
induction experiences" aret among influential- features ina enhancing
profess1ona1 deve1opment (T1sher, 1979, p.3). |
Ph1111p C. Sch]echty (1984) c1a1ms the purpose of induction is "to

~ develop in new members of an occupat1on those sk111s, forms of know]edge,

\\\Ef:;:udes, and. values that are necessary. to effect1ve1y carry out the1r

occupational role." He ver1f1es the pr1mary aim ef induction 1s "to create

that cause new: members to 1nterna11ze the norms of the occupation
to the point at the primary means of social control (i.e., contr01 over

1f-control" ,(p. 1). ' Schlechty implies mentor

_relationships in his déscription of effective systems:
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0ccupatfons with the most effectiVe-induction systems rely greatly on
intensive clinical supervision demonstrating coaching and constant

- corrective feedback by real practitioners in real situations (1984,
p. 9). B

The mentoring re]ationship comes under the umbrella of Schlechty's

. def1n1t1on of effect1ve induction systems wh1ch he illustrates by ut111z1ng

the Career Deve1opment Program (CDP) of the Char]otte-Neck1enburg Schoo]s
The purpose of the CDP pIan at- Charlotte-Meck]enburg was to develop the

capacity of new teachers to comply with the system's ~pertormance

- expectations. Beq1nn1ng teachers, through mandatory part1c1pat1on in

sequent1a1 tra1n1ng act1v1t1es, were made aware of the 11terature on

'effect1ve teaching and were given opportun1ty for pract1ce and demonstration

- of .effective- teach1ng skil¥s w1th peers, exper1enced teachers, and

adm1n1strators They wére assigned to adv1sory/assessment (A/A) teams

- comprised of.the principa1 the assistant. pr1nc1pa1 of 1nstruct1on (API),

and a senior teacher mentor Members of the A/A teams were expected to
observe and confer regu1ar]y with new teachers, provide new teachers with
necessary coaching and support and assist beginning teachersfin 1ocating
other needed 50urces of tra1n1ng and support The'principaT was expected to
Spend a ha]f day per semester observing and providing feedback to the
beg1nn1ng teahcer The API and the mentor were expected to devote ha]f a
day per month to these functions. The tra1ned observer and eva]uators were
to observe beginning teachers three times during the f1rst year (Sch1echty,

1984, 'p.10). Schlechty acknowTedged however, that the greatest short-term

weakness of the program was the lack of systemat1c training and support for |

"‘mentors,»A/A teams, pr1nc1pa1s,_and assistant principals. .
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outstanding teaching service, (2) Confidential references confirming

knowledge. Particular targeted abilities ineloded:

" sample lesson. Although the consu]tingrteachers in the Toledo program were

Similarly, in Toledo, Ohio, Cheryl M. Waters and Terny L. Wyatt report

that in 1985 an intern<intervention program was launched which used

_experienced teachers to train and evaluate beginning teachers. Uniformity

and due process were clearly monitored as seven "consulting teachers”

supervised nearly seventy beginning teachers. The benefits for the.

consulting teachers were twofold: 1) a close matCh between the teaching
f1e1d ‘of an intern and ‘that of a consu1tant was p0551b1e and 2) freedom was
g1ven these teachers to channe1 a11 the1r energ1es into tra1n1ng beg1nn1ng

teachers.' Consulting exper1enced teachers possessed: (1) Five years of - | -

outstanding exper1ences from pr1nc1pals T5T representat1ves and three peer

teachers, and (3) demonstrated ability in written and oral expresS1on

Consu]tants, chosen by subject Spec1a11zat1on, were to serve for three years
after which time they returned to their classroom assignments. The skills
that were focused on for deyeiopmenf of the new teacher program included:

(1) teaching techniques, (2) classroom management skills, and (3) content

The beginner‘s>ability to ask meaninofulvquestions_thatﬁ1ead learners
through a lesson, the beginner's abi]ity to.interaot eppropriafe1y and
1mpart1a11y with students, and the beg1nner s ab111ty to measure
~ student progress. (Vaters & Wyatt 1985, p. 365)
Continuous goeal setting through conferences, based on detaj1ed observetions;F.“w”
characterized the evaluation process of the beginning teachers. The
responsibi]ity_of'the’cons01tant‘to the.intern;was threefold: (1) to point

out a deficiency, (2) suggest a new teaching method, or (3).demonstrate a
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' c1assrooms, (3) to understand ch11dren s cognitive and affective needs, (4)

-

not mentors (in the 11tera1 sense of the word), they were expected to
. <

, fulfill mentor-11ke ro1es.

Charlotte- Meck1enburg and To1edo are not the on1y schoo1 systems.

reported to have engaged in a mentor teacher . 11ke program. Judy Ann Krupp

(1984) reports that in two e1ementary»schools in Connecticut, a series of
eight workshops de51gned to foster mentor1ng re1ationsh1ps in order to
ensure staff growth and deve1opment had pos1t1ve resu1ts. The program

top1cs centered on an introductory sess1on for the entire. staff workshops

‘nenta1 changes, stress and coping mechan15ms, and act1ve

listening skills wh1ch werercegsgstently related to the 11fe of the

participant and.to mentoring.. Krupp confvrms that a1though mentor1ng was

'occurr1ng in the schools before the’ proJect started the workshops caused

» o1der teachers to acknow1edge.the1r“own sense of self worth, form new -

friendships, and prov1de ass1stance--profesS1ona1 and persona1--for young
teachers. [y e »
 Most re ently (Apr11, 1985), Susan Riemer Sacks and Patr1c1a Brady
described a entor Teacher Pilot ProJect deve1oped through the co11aborat1ve
effort of the Bureau of.Staff Development in New York City and the Barnard

College of Egucation faculty.  In this program retired- teachers assumed the

-

"mentor role! with beginning teachers. The mentor teacher.slogan,_"to_

motivate, not dominate" reflects their'basic strategies for.supporting o

inductees; heir objectives for inductees were (1) to develop the1r own

teach1ng sty1 s and conf1dence, (2) to become dec1s1on makers in the1r
to become sen¢1t1ve to different 1earn1ng styles, and (5) to broaden and

deepen their reperto1re of 1earn1ng act1v1t1es and effect1ve ways of

18




' character1st1cs

teaching and coping.with the first year (Sacks & Brady.v1985, p. 17). The
authors describe the current status of the proJect i '
The project is present1y in action. fo11oW1ng a schedule of intensive 12
hours of mentoring in September,'February, and March and six hours
dorjng the other months of the school year. So far, all mentors who
began in. Septehber are still _fnvo1ved. Al prfncipals’:are
"_ enthusiastic. A1l new teachers are still”teaching in the assigned
.’schoo1sﬁandAseem;tovhave accepted the_mentorst particfpation.' The
'}project is being evaluated by site visits, FObservations; logs,
'questionnaires, and intervfews with both mentors and new teachers,
(Sacks & Brady, 1985, p. 18)
- Matt Benninofie1d et.'a1 - uniquely offers a proposal to estab11sh
demonstrat1on schoo1s for the Jefferson County Pub11c Schools sol1c1t1ng the
ass1stance of Louisville Un1verS1ty, in Louisville, Kentucky “The proposed
demonstrat1on school 1ncorporates the use of "master/mentor. teachers" ("m/m
teachers") for faculty deve1opment and -inservice. The se1ect faculty,
composed of outstanding teachers (m/m teachers) must possess the fo1low1g§
...each has demonstrated his or her expertise as an effective teacher
in the classroom. Such a teacher should also be competent in
demonstrating his or her expertise to other teachers. These,teachers
should also demonstrate 1eadership ability, the ability to work with‘
other teachers, and be comm1tted to and show potent1a1 for engag1ng in>
educat1ona1 research | , , o
. (Benningfield et. al.} 1984, p. 53>
‘The criteria for se1ect1ng master ‘teacher cand1dates, master/mentor teachers a

S,
and master. teachers in Benn1ngf1e1d s proposed program is provided in

—

,;l? -p25.




Appendix C; The sfaculty would engage in regular c]assroom assignments and
would serve as mentors to V1$1t1ng teachers. Visiting teachers, asSigned a
mentor, would study new teaching techniques and curricular approaches from
the mentor for at least Sixteen weeks.v Once ‘awarded master teacher status,
they wou]d'return to_their originaT_schOo]'in orderhto modify ‘their
methodoTogy of teaching (Benningfie1d et. al,, 1985, P. 5). Presented
| c]ear1y are the roles and functions.oi the master/mentor teachers.provided
in Table 2 (Appendix D). Benningfie1d and associates emphasize the
surmountable’demands of the master/mentor teacher and, therefore, propose a
competitive sa]ary commensurate w1th engineers in- American society
.(Benningfield et. al, 1984, p. 6- 7).

A formal, well funded, Master Teacher program was estabiished by the
California Department of §tate Education. The purpose of the California .
Mentor Teacher Program was to encourage retention of exemplary teachers and
to upgrade the skills of new and experienced teachers. Mentor teachers(uere
therefore selected and their .time was a1iocated to staff deve]opment with

‘ teacher trainees, new and experienced teachers, and. to curriculum
development. Teachers in turn received a-$4,000 annual, stipend (California
State Department oﬂ\Education, 1983, p; 3-4). 7

Menter teacher:\in California arefseiected solely on the basis off
exemp]ary teaching‘and therefore are not required to hold administrative‘or'*c
other special credentials (such as competencies in evaluation techniqueS);
Five percent of the teacherszare designated_mentorsteachers-by’the State =,
Department of Education in current funding 1eVe1s. Se]ection of mentor :

teachers starts ‘with a care‘u]]y comprised "se]ection committee“ composed of

S

C

. certified c1assroow teachers and schoo] administrators both oF whom are

chosen to serve by their peers. Candidates are. se]ected by a maiority vote

~.
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after c1assroom observations are conducted by e1ected administrators and
teachers F1na11y, the governing board of the school district perm1ts

acceptance or reJect1on -of the nominations (Califorria State Department of

_ Education, 1983, p. 4-6).

.

-_substant1a1 recent experience in c1assroom 1nstruct1on, and demonstrate

Mentor-teacher nomination and assessment is subjected to defined '

‘critéria by the legislature and the school districts. The Jegislature

" demands the credentialed c1a$sroomdteacher maintain permanent status,

'except1ona1 teaching ability (effective commun1cat1on sk111s SubJect metter
‘know1edge, and mastery of teaching strateg1es) (California State Department
of Education, 1983, p. 7)._ Djstricts are given detailed lists of'criterial

“to fo]]ow for selecting’ mentors

- Demonstrates know]edge and commitment to subject matter
23 - SubJect matter expert1se

- Ability to convey enthusiasm for the subject to students

- Demonstra®d¢s belief in student abiTity -to succeed
- Commitment t' sett1ng high expectations for students
- Competence to feach at various student’ ability 1eve1s
- Use of appropr1a'e grading standards, 1nc1ud1ng res1stance to the
.practice of giving inflated qradesz 7
- W1111ngness to give special attent1on to students requiring he1p
- Success in foster1ng excellent student performance ‘
- Gives evidence of profess1ona1 stature
- Leadersh1p, e.g. in organizing prOJects on his or her own initiative "
- Recognition by those in the same profession | .
- Respect of his or her:co11eagues; |
: (éa1ifornia erartment of Education, 1983, p. 7).

P o 2‘7§:




The department\has carefu11y defined the _process for assessing mentor
cand1date qua11f1cat1ons as has Linda Lanbert (1985). whose current work
prov1des a comprehenswve list of skills for mentoring and a1so a pertinent
1ist of essent1a1 e1ements of adult 1earn1ng (see Appendix E, "A Profile of

- a Mentor")

The Ca]nflrnia department allows for variation in roles for mentor

teachers such as providing staff development for facu]ty.'ac ing as lead
- 1nstructor in reta1n1ng exper1enced teachers, profeSS1ona1 tra1ner of

‘teacher. tra1nees, gu1des for new teachers, ‘"fellows" in teacher tra1n1n
g

academ1cs, and f1na11y act1ng as “curr1cu1um deve1oper“-(Ca11forn1a State "
Department of Education, 1083 p. 9). New mentor teachers are supported in
the1r new role by the State Department s commitment to:
1. Provtde training for mentors... | | 7
2. Secure commi tment from site administrators and teachers for work
with the mentor.;. )
;3;' Set reasonable’ expectat1ons about what mentors can accomplish
4, Prov1de a forum for mentor teachers to assist one another.
(Ca11forn1a State Department of Educatign, 1983 P.. 11)
The report of the state educat1on department recommends fund1ng for the
mentor-teacher program through stipends’ for the part1c1pants, fund1ng
through the legislature, and apportionment of monies -to part1c1pat1ng
districts (Ca11forn1a State Department of Educat1on, 1983 p. 11 12) The
McDonald - study, as well, offers gu1de11nes wh1ch might be beneficial for
understand1ng funding sources (see Append17 F).
 The data presented in th1s sector of the paper suggests the nature of 1

the 1nduct1on program is school district specific, and that many programs

are beg1nn1ng to adapt the mentor teacher re1at1onsh1p or at 1east
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'"components of this re1at1onsh1p ProJects currently in ex1stence

(Char]otte-Meck1enburg, To1edo, Connect1cut New York C1ty, and Ca11forn1a)

and the proposed program for Jefferson County Schools provide substant1ve

4 guide1ines for administrators/teachers attempting.to.easevthe stresses

~experienced by the beginning teacher. The Ca1ifornia‘system, in particular,

has’ forged the way for the mentor teacher concept by 1nst1tut1ng an

extensive and well- funded program wh1ch has 1ncorporated the career 1adder

concept

<

S1gn1f1cant is that a11 1nduct1on programs d1scussed recogn1ze the need

‘for someitype qf mentor or s sponsor teacher. " Careful se1ect1on of teachers
-to'serve in the mentor status appears to be a critical element in planning

, 1nduct1on programs.

Research on Mentor1ng in the-Business Profess1on

-Having reviewed Niterature predominantly in the educat1on and adult

' deue1opment discipline, we will now turn‘our attention to what eXiSts in the

business literature uhich will enhanceveducators' understand1ng of the

mentor-protege association. Each section is designed to exp1a1n a

' significant d1mens1on of the mentor1ng relat1onsh1p and an attempt is made -

to draw an appropr1ate comparison to teach1ng. For if the educator is -

seeking to 1n1t1ate a mentor-protege program 1n the school district, a
thorough understanding of the re1at1onsh1p is an order. The adaptab111ty of
much pf the research in business ‘to educat1ona1 settings is certain. As

& .
Cyril O'Heule has‘stated, “Professions are notable for the nurturance they

provide to their mentors, beginning with the~mentor-novice relationship that .

characterizes at least part of the basic education and'proceeding through a

lifetime of colleagueship and supervision" (1979, p. 112).

)




The Character1st1cs and Funct1ons of the Mentor

Lev1nson (1978) proposes that the mentor's pr1mary function is to be a
transitional f1gure "One" who fosters the young man's [woman's] development
from ch11d -in- re1at1on to- parental-adults. to adu1t-1n-peer-re1at1on-w1th-
other-adu1ts . The mentor is a mixture of parent and peer " A1though '
commona11ty among - definitions is présent there -are no agreed upon o
character1st1cs and funct1ons of mentor1ng as 1nd1cated in Append1x G. Bova
and Phillips (1984), after extensive research, have portrayed the diverse

roles in which the mentor engaged.

- Michael Zey conducted a study on mentoring wherein over a two-year
.per1od he collected a ser1es of 1nterv1ews of dozens of - nanagers in
corporat1ons He d1st1ngu1shed the role of the mentor as: (1) teaching the.
job, (2) drew1ng the organizational road map, and (3) prov1d1ng career
guidance. In reference to the teaching funct1on, the author states: "The ‘.
mentor 1mparts a fee] for the Job, a know]edge of the skills needed to
.perform it, and 1nformat1on on trends in the f1e1d" (Zey, 1984, p. 14). He
suggests techanues for the pedagogy funct1on

1. }Nond1rect1ve pedagog1c methods that give the protege a sense of -

non- dependence, eff1cacy .

2.. Socrat1c quest1on1ng _
3. Encourag1ng protege to "1earn by do1ng“ under close superv1s1ont.
4. Role participation--involving the protege in dec151on-mak1ng
process. (Zey, 1984, p. 21) |
In addition to teaching. the job, Zey emphas1zes the mentor "draw the
0rqan1zat1ona1 Road Map" in order to educate the protege on less visible

aspects of the organ1zat1ona1 11fe--1ts structures, po11t1cs, and ®

personalities. The. senior participants in the re1ationship can provide
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the1r protege w1th sketches of both the organization and its members

'prov1d1ng 1mportant 1nformat1on that the protege would not ord1nar11y be

pr1vy to or able to djscover on the1r own (Zey, 1984, p. 25).- Zey also

discusses the potential for the protege to derive career guidance within and

" outside the organization from their mentor (Zey, 1984 p. 31).

For Zey, the mentoring funct1on extends to that of personal support

psycho]og1ca1 support, confidence bu11d1ng, and- a551stance with persona]

'11fe. In prov1d1ng psycho]og1ca1 support, the mentor asS1sts the protege in .

overcoming pressures and strains wh1ch accompany pos1t1ons of greater

responsibility. The mentor~also bui]ds the protege's sense of confidence

and emphasizes_the-positiye features of his/her job by calculating the

benefits and the risks of the position and counteracting the sense of

anxiety which proteges often experience when they approach,stressful

- situations. Finally, the mentor may be .able to provide help with'persona]

@

life--pressures, personal dilemmas, and conflicts thét interfere with job

performance (Zey, 1984, p. 35).

-

Researchers Hunt and Michael (1983) 1dent1fy the mentor's age, gender,

. organizat1on position,, power and se]f conf1dence as the most commonly cited

characteristics of mentors (1981, P. 480) Their firstyo}stinction--age--is
consistent with Lev1nson_s thought wh1ch emphasizes mentors'shou1d be older

than the protege by a half-generation (8-15 years) Lev1nson (1978) warns

age differences much greater than this are not uncommon but they do pose

spec1a1 hazards: 3

When the mentor is-a full generation.older--say twenty years or more--
there is a greater risk that the relationship will be symbolized by .
both in parent-child terms. This tends'to.activate powerful feelings,

v such as an excessive maternalism or paternalism in the elder, and
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dependency qf Oedipachonflicts in the.younger, that interfere with ‘the
| mehtpring function. . When the.age d1fference is. less than 6-8 years;
the two are 11ke1y to experience each other as peers; They may be
1nt1nate }r1ends or co]]aborat1ve co-workers, but the mentorsh1p
laSpects tend to be minimal. (Lev1nson, 1978, p. 99)
Likewise, Weber (1980) notes that "the mentor-protege interaction
synthesizes character1st1cs of the parent ch11d re1at1on and peer fr1endsh1p

without being either" (p. 20). He suggests that the mentor ~accept the -

protege as an equa] and a fr1end yet .their difference in age and exper1ence

" "means that they are not peers. . He states:

- The're1ationship more c]ose]y.resemb]es.peer'friendship when the
partiee are closer agel;nd experience, parent-chjld when the gap
between their ages '%i greater.( In either case, mentoking is'a
nurturing re]ationshjp hetween-two adu]ts without implication that the
protege is treated like a child. (Weber, 1980, p. 20) |

Kram adds yet another dimension concerning ade and the ro]e pf the mentor

wherein she verifies that mentor re]at1onsh1p< prov1de career and

psychosoc1a1 funct1ons for senior part1c1pants in m1d 11fe These

SO

b”"*”“"”““““psyth6”30c1aT‘fDnct1ons are dependent on the degree of trust wutua11ty and

intimacy that character12e the relationship’ (Kram, 1983, p. 616)
In add1t1on to. age and role, qender is a]so an 1mportant trait that
1nf1uence the mentor-protege re]at1onsh1p. Male-female mentoring
~re1ationships have special complexities. Female proteges otten have
experience in overprotettiveness, greater social 'distance, and general

~ discomfort in ma]e-mentored re]at1onsh1p§ (Kram, 1983, p. 623). In

male- fema]e mentor1ng relationships, both part1C1pants must deal w1th sexual
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,tensions and fears, pub]ic scrutiny, and stereotypica1 ma1e-fema1e ru1es

~ affect. the mentor-protege re]ationship. Patricia Ann Hanson (1984) has

©pairs. The two characteristics have been shown to inf]uence; the

- effectiveness of the re1ationship

(Hunt & Michael, 1981, p: 481). , e

One can conc1ude from. research cited that quaiities of the mentor w111

identified variations in mentor types and effects of these variations on
mentor;protege reiationships (Dissertation(Abstracts, 1984, b 3509) The
work of Levinson, Zey, Hunt “and Michae1, and Kran is Significant for
educationists interested in mentoring in “induction programs. Clearly new
teachers could benéfit by having a senior teacher assist them inajearning
the}job, "drawing'the organizationa1 road maph of the school system, and

offering needed career guidance. Psychological and emotional. support in at )

least the first year of teaching may cause the beginner,to'chance.a second -
year in their position Also, age and gender of the'potential mentor should

be considered by the beginning teacher and/or the administrator de51gnat1ng

Keeping in mind the characteristics and functions d1SCUSSed concerning
the mentor, attention will now be directed to the selection process of
mentors and proteges and the importance of interpersona1 re1ationships in

mentor re1ationships

~

. provide impetus for the-relationship to develop, and what methodsvshouid'be

-used to initiate a re1ationship after they identified "the correct

of which would appear to be appropriate«tor a_mentor or sponsor teacher):

Se1ecting and Attracting a Mentor |
Zey's {1984) study investigates what qualities are considered most

important in«seiecting o mentor or protege, what personal characteristics

person.”In his text, he offered nine questions for selecting a mentor (ai] ’
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1. Isrthe mentor -good at what he does?

c é.' Is the mentor~getting,support?'. ' | ._ R E

.' 3. How does the organization judge the mentor? | :
. - 4. 1Is the mentorja goodvteacher?
L 5. Is the mentor a good motivator?
é | 6. What are the proteges needs and goals?
? 7, What are the needs and goals of the prospect1ve mentor?
, 8. How powerfu1 is the mentor’ L d
g' 9; "Is the mentor secure -in his (Sic) own position?
3 | (Zey, 1984, p. 167)
? " As might be expected atta1n1ng ‘a mentor does’ not necessar11v happen by :
?c chance--espec1a11y in organ1zat1ona1 sett1ngs In most'organ1zations;
? members of the mentor relationship mussﬁf é each other. Zey (1984 p. 175)
?'. o recommends the f0110w1ng strateg1es to neophytes des1r1ng to attract a ,
% o . mentor: | | ' ~
? Q . .
;f 1. Possess1ng and demonstrat1ng competence )
é f 2. Achieving Visibility. &"
;. 3. Getting key assignments. B .
gr' 4, Showing~a:desire'to Tearn |
?,j 5. Taking advantage of key interfaces. -
éﬁ 6.‘iShow1ng a w1111ngness to he1p the potent1a1
5\ mentor.accomp11sh his ‘goals.
é‘ 7. Takingfthe'tnitiative. <
E[ 8. Making self accessibfe (Zey, 1984, p. 175). |
3 . Weber (1980). aISo addresses the se1ect1on process of mentors and sa1d‘
;'~ - "Except under formalized cond1t1ons, mentor-protege relations . deve10p

é“’ : because peop1e happen to come - 1nto contact with one another" (Weber, 1080




P.. 21). After initial contact the mentor-protege attract1on is based on
two factors: (1) whether the protege respects the mentor as-a person and
(2) whether he adm1res his or her knowledge, experience and style (weber,
1980 p. 22) The author sugoests protege s can attract attention by be1no
"hardwork1ng and eager to 1earn." He. descr1bes a seek1ng out process:

They (proteges) may seek out peop1e with exper1ence in order to hear

their v1ewsiy Having met more exper1enced_persons, potent1a1 proteges

may make an effort to ask them questions.i These can be chance‘meetings
or-arranged for some pQrpoSe. Shou1d the more exper1enced’person take
the time to respOnd, this is a s1gna1 that a mentor-proteqe '

~ relationship is possible. (Weber, 1980, p. 22)

In her article, Kathryn Moore conffrms'that the performance of an’
important and'visib1e task is the usual 'way to ffnd a mentor or to have‘a
"mentor find you. Moore ‘notes the 1mportance of competence or high
.‘performance ip add1t1on to go1ng beyond normal job responsib111t1es. The -
performance of a task can happen acc1denta11y, co1nC1denta11y, or qu1te
de11berate1y --but the performance must be authent1c (Moore, 1982, p. 5).
| Likewise Short and Seeger (1984) in . the1r literature review suggest
proteges attract mentors by modeling - themse]ves after @ chosen person and
displaying knowledge and 1n1t1at1ve.

. Selectind a Protege

'Zey's (1984} research furtherffndicates‘nhat mentors,jook‘for in.
proteges in organizatjons (a11 of which are importantbfor the support
teacher): ' | |
| 1. fnte]]igence

- 2. Ambition

3. 'Desire and ability to accept power and risk
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. Api]ity to perform the mentor's job )

. Loyalty

4
5 ;
6.,-S1m11ar percept1ons of work and organ1zat1on
7.'»Comm1tment to organ1zat1onc T ' o o e
8. 0rgan1zat1ona1 savvy - . .

9 Positiveﬁperception o;)the protege by the_organiéation 2

10, Ability to establish. a111ances d(Zey, 1984, p. 182) ‘*%“%? o :%#

Ley suggests intelligence denotes the respondent's "qu1ckness"--ab111ty to s

ana1yze a prob1em rap1d1y--as well as h1s "alertness"--ab111ty to 1dent1fy |

the elements re1evant to a prob1em The protege s "desire and ab111ty to

accept power and risk 1nc1uded the need and ab111ty to accept
respons1b111ty" (Zey, 1984 p 183) )

George and Kummerow (1981) highlight traits character1stic of "a good
protege " The authors suggests the good- protege i "positive m1nded " They
exp1a1n ", ..she is a confident, can do sort of person, more comp11mentary

than cr1t1ca1 in her 1nteract1on with others, both up ‘and' down in the

'organ1zat1on“ (George & Kummerow, 1981, p. 48), In add1t1on, to be1ng

pos1t1ve-m1nded " the authors state the good. protege ma1nta1ns a th1ck
sk1n--focus1ng on organizational issues rather than personal ones, deve1ops
an ability to. 1augh at ohese]f develops an 1ns1ghtfu1 att1tude about

themse1ves and others, and s onsc1ent1ous we11 -organized and hardwork1no

(1981, p. 48). If the beginning teacheruwou]d;deveIOp these qua11t1es,’

she/he would generate greater-'appe as a potentia1"protege"”to ‘a

mentor~teacher. George and Kummerow's good protege character1st1cs would be

benef1c1a1 for the beainning teacher to ado

*
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necessar11y charactertze~the mentor assoc1at1on.. Most mentor re]at;onsh1ps,

in the study, were no:' > based on ~common outs1de 1nterests.>_The
‘ ..’ &

pa1rs were ne1ther of me - oc1a1 backgrouhd, nor had they gaper1enced

s1m11ar schoo11ng. -

protege to work toge

I exam1ned ;Forl ry'manager whose answer to the quest1on "What
oua11t1es attracted;yoolto the mentor’" ,‘~ "Ne just happened to h1t
it off," there were/two or thnee who answered in terms of the
work based qua11t1es of competence, pos1txon, and organ1zat1ona1
support. In other words, part1c1pants 1n mentor 'e1at1onsh1ps perce1ve
persona11ty as 1mportant but not not suff1c1ent to ensure the success

" of the re1at1onsh1pw, (Zey, 1984, p, 173) | |

Over t1me, a chem1stry emerges between two peop1e perform1ng tasks and

| pursuing common goa1s on a day to-day basis wh1ch is stronger than the mere

attract1on of persona11ty. Zey conc1ude5'/« - , | v ".

Chem1stry is often a‘resu] not a cause, of the mentor-protege

' connection; that mentor re]at1onsh1ps deve]op on a much more functional

'bas1s than chemlstry, and the ab111ty to fu1f111 a work role emerges as

a ‘more 1mportant determ1nent of mentor relationships than persona11ty

mesh. (Zey, 1984, p 174)
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Cons1steng\wnth Zey,. ATTeman and Newman (1984) report strong '

interpersonal re]at1onsh1ps do not always character1ze the mentor-protege

assoc1at1on Th ‘subjects for the study 1nc1uded 50 mentor pairs who worked

in a var1ety of ) gan1zatwons and funct1ons Resu]ts ‘of the ATTeman and

Tike themseTves, -a$ pairs in the1r study were not S1m11ar in measured
persona11ty characier1st1cs or background factors. - Furthermore, mentors do
‘not perceive greqter s1m11ar1ty between themseTves and the1r protege than

nonmentors see-ﬁetween themseTves and the1r subord1nates. The guestion of

what attracts a mentor to the protege rema1ned unanswered but two

suggest1ons are offered (1) the behavior of the protege, or (2) the talent

and/or ability of the protege (Alleman & Newman, 1984, p." 4-5).

The Character of the MentorFProtegelReTationship

«~

the mentoring reTat1onsh1p as described 1n 11terature concerning manager1a1
‘-ﬂ_work manager1a1 deve]opment, performance- appraisal, Tearn1ng theory, the
soc1a11zat1on of 1nd1v1duaTs 1nto organ1zat1ons, adu]t 11fe and career .

development theory, ‘the "paternal aspects of. the- Japanese manager1a1 system,

coach1ng, and sociological role theory (CTawson, 1980, p. 148). » )
Clawson's descr1pt1ons, however, neg]ect,another valuable aspectﬂof/the

e

mentoring relationships--the “patron system." Shapiro,'Haseltime,and Rowe

éfs (1972) describe this system as comprised of advisory/guiding persons who

Titerally function as "protectors, benefactors, sponsors, champions,

advocates, supporters, and advisors." The authors suggest that these

persons form a continuum with a designated structure:

32 38

Newman study ‘do not support the common assert1on that mentors p1ck proteqes

~ Clawson (1980) summarizes in an "Eclectic Profile of the Mentor-Protege
Relationship" (the MPR), the various,dimensions of the'association as stated’

_ by various. researchers (see Appendix'HN The prof%]e 1nc1udes the tra1ts of

. _:/'.
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: we .define "mentors" as the nmst 1ntense and "paterna11st1c" of the

| 'types of patrons descr1bed by th1s cont1nuum..."Sponsors" serve as the
two-thirds point on qur continuum, they are strong patrons but less

powerful than mentors in promoting,and shaping the careers of their

proteyes. We describe the one-third point on the continuum by using

the, term "guides"L- These indiuidua1s are less able than mentors and

i

' sponsors to fulfin the ro1e of benefactor, protector, or champ1on 0
their proteges. but they can be 1nva1uab1e in exp1a1n1ng the system. ]
Their primary functions are to point out p)tfa11s_t0~be avoided and pﬁ
shortcuts to be pursued..."peerApa1s.".;.describe the relationship |
between peers helping each other to succeed and progress. The concept
peers as patrons be1ies the notion that patronS‘must be more senior and
more powerfu1 than'their-proteges.. (Shapiro,et. al., 1978, p. 55) |

Shapiro and co]leagues suggest that the re1ationshjps that fa1f toward the ' -4

‘mentor side of'the continuum- tend to be "more hierarchica1-anq parental,

.~/,more’intense and exclusionary” and hence "more elitist". Those that fall
toward the "peer pal".side of the continuum teno to be more egaTitarian'
and peer related 1ess intense and exc]us1onary" and thus,'"more democrat1c,
allowing access to a 1arger number of young profess1ona1s" (1978 p. 56).
Induction programs us1ng mentor teachers tend to span thefcont1nuum -
depending on the decisions'of the local education agencies and the school
districts;' Speak1ng of the nature of the mentorTng re1at1onsh1p and its
repercuss1ons would be 1nsuff1c1ent without- understandiag the phases of the

re1at1onsh1p ’ ' o 7”’ o !'{{1

Phases of the Mentor Re1at1onsh1p - , B ) T W;'
Kathy;Kram, David Hunt, and Carol Michael, 4n particular, have found

that there are various stages/phases of the mentoring-re1atfonshjp as time
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passes. Kram, Hunt, and Michael note four predictable but not entirely

eXc]usive.phases. First is the initiation phasetycharacterized’by a six to\
twelve month relationship in which the senior manager is adm1red and
4.respected for h1s or her competence and support (Kram, 1983, p. 616). Hunt
and M1chae1 a]so claim an 1n1t1at10n stage wh1ch serves to allow the mentor‘
and protege to c]ear]y define their ro1es (1981, P 482)
Kram's second stage is the cu1t1vat1on phase in which funct1ons >

~prov1ded expand to a max1mum during a two to f1ve year time per1od

Pos1t1ve expectat1ons are'cont1nua11y-tested agaJnst reality (Kram, 1983{:p“;»
%’ ... 616). Similarly, Hunt and Michael identify the second stage as. the "Protege
- Stage". The protege stage wh1ch Spans the- same t1me per1od, is when skills

are developed and the protege 1s recogn1zed not as an apprent1ce but instead

L - a protege of an encouraging and support1ve mentor. However, as the protege
develops a need for 1nd1v1dua11ty and d951res to have his/her work
- recognlzed on its own mer1t the re]at1onsh1p enters the "break up stage"

Kram, M1chae1, and Hunt all acknow]edge the cruc1aT‘separat1on phase of .

the relationship. After the deslgnated time per1od the separat1on phase

: begins . Kram exp1a1ns the nature of separat1on (wh1ch occurs structurale

and psycho]og1ca11v) and ‘the 1nev1tab1e ram1f1cattons for the assoc1at1on._

She‘states* "In aT] 1nstances th1s phase is a per}od of adJustment because

' career and psychosoc1a1 funct1ons can continue no 1onger in thelrnprev1ous

form; thefloss of some funct1ons, and the modlflcatlon of others- ultlmately

ads to a redef1n1t10n of the re]at1on§h1p" (Kram, 1983, p. 618) Hunt,and |

'i,,M1chae1 confrrm fhe not1on that the break up. stage is vita] 1f the

'5re4at10nsh1p 1s to—be?benef1c1a1 for-the menfor and the proteges

~ The f1na1 stage 1si1dent1f1ed by Kram as the "redef1n1tfon stage"rind

| by Hunt and M1chae1 as the "lastvng fr1endsh1p stage " ‘Tn add1t1on, Laurent




A DaToz-(1985) hotes in-his rhetoricai artic1e that "the proper sendéaff.is
" the final gift ofréﬁéood mentor." Hunt and MiehaeT characterize'the final .
phase'by statinQ' : | |

The protege has proqressed to peer or higher status and may become a -

‘mentor but has not severed ties w1th his/her own mentor who still mav'

vproVide sqme career counseiing as well as support. Now a mutual or

perhaps equa].status and reciproca1 reiationship eﬂists between mentor
~ and- protege. (Hunt & Michael, 1981, p. 483) : | .
Kram warns that during the "redefinition phase" two indiViduais who have
'achieyeq peer status frequently experience "ambivaience and discomfort as
bothfadjust to the new role re1ationship.; She summariZes'the redefinition
phase by stating " "both’have experienced a shift in deve]opmenta1 tasks SO
that the preVious re]ationship 'is no longer needed or deSired" (Kram 1683,
p. 183).

The existing'phases of the'mentpring relationship shoU]d be recognized
by both a_mentor‘and beginning teacher,'if only to provide participatory
parties with an .underStahaing that‘ their ‘reiationship: shall undergo
different stages. The duration of the re]ationship shall embody consistent
chaiienges for the mentor/teacher as he/she prov1des a well-rounded
perspective of the proteges career.' Caution should be paramount as the
_mentor proceeds throuch the re]ationship._ |

Precautions in Engaging in the Mentor-Protege Reiationship

Carl Rogers, a prominent psychologist, has explained his oricinality "1
was fortunate in not_having a mentor." This seems a strange statement, but
haa.Rogers been mentored, he'might have been subject to the overwhelming
influence of a wise cquhse]or; resuitihg in @ loss of originality or

2 nes : _
uniqueness of thought*»_grsahei, 1977, p. 44). In order to avoid such
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_hazards, Jane G. Bensahe{ in her article suggests safeguards before engaging

o

in a mentor-protege association.

' Bensahel warns mentors not to assume the re1at1onsh1p they .have
’ developed successfu]]y in the organ1zat1on w111 work equally we11 for the-
proteoe “the chem1stry that makes you an 1dea1 team with severa] other
peoplie in the organ1zataon mav be 1nappropr1ate for your protege" (1977, p.
45). She recomnends giving the protege the opportunity to choose what works
best for him/her although exposure of ‘the protege to friends and a111es and
-“your" own principles wou]d be he]pfu] .
Bensahe] advises the protege not be dazzled by the 1nf1uence of the
mentor She warns :the mentor that they are "cop1ng'w1th new ta]ent? not
creating a carbon copy ot themselves, and advocateslindependence in as many
ways as possibie for the protege. Her subsequent suggestion also speaks to

generating independence- "Don't try too hard to shield your protege from

m1stakes that are bound to happen through exper1ence" (Bensahel, 1983, p.

46). Extreme protection nurtures dependence and consequent]y, the protege

must Tearn to go it alone.

In add1t1on to generat1ng 1ndependence in the protege, - Bensahel
suggests not burdening the protege with too great a sense of grat1tude
Understand1ng his/her sucresses are. due to to the 1nf1uence of the mentor,
the protege s gratitude can take the form of 1oya1ty which 1s not beneficial ‘2
to the mentor or the organization. Bensahe] exp1a1ns "Try to avo1d
s1tuat1ons in which your protege s pr1mary role is.as your surrogate or as
someone who is s1mp1y there to back up your op1nions" (1983;_p; 46).

Finally, Bensahel warns not to 1imit the protege's growth'potentia1 to

. that of the mentor. The best way to avoid 11m1t1ng the development .of the

protege is to let h1m dev1se the necessary training to meet goa]s of mutual

o

g
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agreement. Daloz adds "As mentors our art is to see ever more clearly our

learner's agendas and the movement of their Tiyes, in order that we may more

' ifuT1y accompany them" (1983, p. 27). The'recommendations offered by

Bensahel for those in the mentor association would hold particular

significance for mentor teachers. The goal of;a11 mentor teachers should be
to generate independence and to propagate:growth in their protege. Research '
indicates what and how proteges learn from their mentors which is addressed

in the next section. | |

What and How Proteges Learn From Their Mentors -

Bova.and Phillips. (1982) surveyed subJects to understand why peop]e

were attracted to each other as we]] as to 1ook at what _the proteges Tlearned

~ from their mentors. The findings of the survey denote the fo]]ow1ng

knowledge the protege acquired from the mentor:
i.- The deve]opment of risk taking skills
Communication skills
How to survive in the organization

. Skills of their -profession

2
3
4
5. Respect for people o
| 6 Setting high standards for myself and not compromising'them

7. How to be 2 good listener |

8 How to get a]ong with people - a]] kinds

9. Leadership qualities . ~

10. . What it means to be a professiona]. ‘(Bova & Phillips, 1982, p. 8)

How to engage in active listening, how to‘create win-win situations, and
understand'what‘was expected to excel (e.g. get to work ear]y, stay late,
work weekends, and what to wear) were all factors in the protege's eduoation

(Bova & Phillips, 1982, p. 8-9). What and how proteges learn based on roles
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identified by Phillips-Jones (1982) is provided by Bova and Phillips in
Appendix 1. Understand1no what proteges 1earn will assist ‘educators in
des1gn1ng forma1 and 1nforma1 mentor1ng programs. The next sector will
provide specific gu1de]1nes to utilize in 1n1tiating such programs.

Guidelines for Formal and Informal Mentor Programs

Weber (1980, p. 19) suggests-that programs for protege deve1opment are‘
crucial tec successfu1 mentoring but variation in the programs are dictated
by the needs of part1cu1ar mentor relations. James Wolf and,0r1on White
(1982) acknowledge, however, that: (1) there is freouently a lack of
‘appropr1ate organizational structures and processes to support such a

program, (’) there is a.lack of competence on the part of both senior:
adv1sors and adv1sees in performing effect1ve1y, both as prov1ders ‘and
receivers of support, and finally (3)‘"In1t1at1ng" and "Kick-off" programs
are often 1nadequate and sometimes do not go beyond formal 1ntroduct1on
(Wolf- and White, 1982, p. 193). o | |
‘Forma1 mentoring programs exist in the federa1 gouernment the private a

sector, and, as we have seen, in public schools. Well estab11shed mentor1ng
‘ programs :in the federal government have emerged in the Interna1 Revenue
Service (IRS) ‘the Federal Executive Development Program the Pres1dent1a1
vManagement Intern Program, and the Science and Education Adm1n1strat1on
within the U.S. Department of Agricu1ture : Institutionalized mentor
programs in the private sector ino1ude' Jewel Compan1es, Amer1can Te1ephone"
and Te]egraph Be11 1aborator1es, Glendale (Ca11forn1a) Federal Sav1ngs and
‘Loans, Hughes Aircraft and Merrill Lynch. The programs .in the pub11c and
private seotor encourage advice on~career goals and~advancement strategies,
1nstruct1on in technical as well as soc1a1-manaoer1a1 sk111s, v1s1b111ty and

exposure, counseling about work- related or personal problems, encouragement,

<
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-confrontation and actual opportunities to perform new sk111s that are
acquired (Philiip-Jones, 1983, p. 38). . |

The argument has been made that nmntor protege relationships . are
natural and grow out of the interaction between persons, therefore workshops
- can hardly be suffic1ent for te111ng someone how to find or be a mentor (see
Keele & DeLaMare-Schaefer, 1984). However, there are general rules to
follow which may ensure the success - of a formal mentor.orogram.' Linda

Phi]lip-Jones (1983) suggests in her research that top management support

the program and, that it be pUb1icized~through speeches, letters, and other .

official commUnications She recommends the mentoring program be part of a
larger career development or management training effort, to ensure/stabitize
the success of mentoring. activities (Philiip-Jones, 1983, p. 39) The
‘.author emphaSizes the program be voluntary partic1pants should Join only if
_they‘choose, allowing no penalties for those who do not partic1pate or who
'want to drop out. A clear statement of expectations should be shared and
agreed upon by the pair and any transfers should be aliowed among mentors
;and mentees. Weber (1980. pP. 19) confirms Phi111ps-Jones notion that
mentors and prcteges shou1d know each others expectations He adds that
there should be a mutual understanding of immediate and long term obJectives
for the protege's deveiopment and of their joint ‘and separate actiVities
~(Weber, 1980, p. 19).

~ Phillip-Jones calis'for each phase of the program to be short and

stipulated six months as a sufficient length for the first mentor-mentee |

~.-cycle. The responSibilities for setting up cycles would inc1ude

.Ssome organizing time prior to the beginning of the six-month period.
The program- coordinator will need at least a few weeks to get
. management’s commitment,'selectively poblicize'the'effort,’decide on
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goa1s, recruit voiunteers, set up orientation sessions, contact
consu]tants ‘who may be able to help and choose some evaluation:
strateg1es. If the f1rst six-month cycle is a success, a second can be
started close on its heels. (Ph1111p -Jones, 1983, p. 40)

Most important is the careful selection of mentors and mentees The

fauthor states: "Most - forma] mentoring proorams requ1re a nom1nat1ng

procedure and then a11ow the d1rectors and coordinators of the programs to
match mentors and mentees" (1983, p. 40). An oriéntation for the pair to
incite enthus1asm and prov1de an. educat1on of the re]at1onsh1p s benef1ts is
of primary 1mportance. A]though mentors "should be allowed’ to carry out
their respon51b111t1es 1n a sty]e most comfortable for them, packets of.

mater1a1 should .be prov1ded to. help them with the guiding - task.

~Phi1lip-Jones Suggests ideas to get the mentor started:

- Tell a personal. career story. Share the—-highs and lows of the career

e

path.

; Invate leaders of the organization as well as other VIPs
(adm1n1strators) to share their career stor1es and mentor1ng
exper1ences with the’ group. Include individuals who achieved their
success in past years as well as younger individua1s who have~made’it

recently. : a o ’ B

Invite people interested in "inward" as well as "outward" career

SUCCESS.

Have mentees comp1ete a competencies self -assessment form related to .~"

the1r f1eld and discuss the results. individually or in a group

Ask mentees to select a book or art1c1e on management. or career

deve1opmen* and report on the read1ng to you and the other mentees.

Talk about" how the content. could apply within the organization.
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- Help mentees'write'short-range and Tong--range career development
plans. ’

- Complete actual projects together. Find ways to work together. on a

temporary basis to solve an orgenizational (or othermﬁse)'prob]em,
- Arrangervisits for the mentees to vardous.parts of the of the’
organizatﬁon‘%o.broaden their perSpective on the organization
- Take meritees to formal and 1nforma1 management (facu]ty) meet1ngs

--A]ways have a debr1ef1ng afterward w1th the mentees

)*’EWE - ,“‘ - o -

(Ph1111p-Jones. 1983. p. 42)
L Final suggestions. for the program include. 1isting the,responsibi]ities-of
, . the pair in writing.and underestimating the contributions of the mentor.
» . A -

3 . The author states: "If the mentorS'decide to add to_ this minimum, they can’
i -negot1ate the add1t1ons with their nentees 1ater" (Ph1111p-Jones, 1983, p.

42). Consistent with Ph1111p Jones suggest1ons, Conrad and Hammond suggest

'in "Cooperat1ve Approaches to Facu1ty Deve1opment" that once individuals ;
have been not1f1ed of the1r pa1r1ngs. they should meet. to deve]op a plan:.
"professional deve]opment goa1s. specific means of meet1ng those goa]s, |

resource needs, and a timetable for the semester" (1982, pd 50).

LR S
. B L o

'Ph1111p-Jones advocates a mon1tor1ng system to accrue the necessary data to

_;n_ convince dec1s1on makers to keep, expand or drop the program Data show1ng

the mentor1nq program to have made a pos1t1ve 1mpact on the participants and
the organ1zat1on would 1nsure its existence. (Ph1111p Jones, 1983, p. 42).
A 1ess formal plan for encourag1ng spontaneous mentoring relationships
fis suggested by Alleman, Cochran. pover5p1ke, and Newman (1984). In the]r
discussion based on their stddy, these authors propose that a deve1opmenta1
| group for poténtda] mentors be formed and that separate-educative sessions

" be designed to focus on such topics as: benefits of the mentor
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re1at1onsh1p, ways to increase the protege s self-esteem, and adapting -
‘ mentor1ng pract1ces to a part1cu1ar sett1ng while ga1n1ng organ1zat1on-w1del
support. The authors suggest that factual 1nformat10n about mentor1ng that: |
_ts contrary to unfounded common assumptions could be transmitted in an
“instructional mode. A11eman'and1CO11eagues specu1ate:
| F‘Members of a group could brainstorm'Specific‘ways-of.adaptihg mentoring L
.practices to their unique settings, ways to gain organization support
rfor_mentoring,'aﬁd ways to deal with potential problems arising from
mentoring reiatiohships .Within\the'group, members could assess the
practicality and benef1t of various mentor1ng act1v1t1es ‘Members
ceculd also: deve1op greater sk111 at mentor1ng behav1ors by ro1e play
and cr1t1ques w1th1n the group. F1na11y, the members could act as a
sUpportfnetworklfor each other as they put the'mentorihg-practices in
~_action ‘on-the job. _ o
'l | (Alleman et al., 1984, p. 332)
~ The ‘authors. state the effects and benefits of these and other strateg1es can
be measured with the L.D.Q.--the‘Leadersh1p Deve1opment,Quest1onna1re.
Conc1usiohs '

The purpose of th1s 11terature rev1ew was to 1nvest1gate the pert1nent

- f11terature on mentor1ng among teachers and any adaptab1e research from other

professions. Much'of the research done in business sett1nos has useful
'1mp11cat1cns for planning formal or 1nforma1 mentor1ng or 1nduct1on programsp'
in schoo1s. The predpm1naht mode of 1nduct1on 1nlschools in the United
‘States and'e1sewhere has been- the "sink or swim" .method. -Newberry's
research, in particular, emphasizes’the need-forvan.inddctioh program that
utilizes support teachers dur1ng the first .year or at 1east the first six

months of teach1ng school., for it is dur1ng this initial 1ntroduct1on into

-
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the profession that’many young persons in the "ear1y:adO1t phase" are Tikely

to seek out'a mentor. -Adapting "Levinson's Season s," the beginning teacher
would seek a mentor at age 22 (or 23) when on the prec1p1ce of ‘a new career
Potent1a11y, the beg1nn1ng teacher would seek a guide or "trans1t1ona1
figure" to 1ntroduce them into their adult world of work. The beg1nn1ng
teacher would benefit from association with this guide. An exemplar A
mentor-teacher, carefu]]y selected, could at Teast 1n1t1a11y prov1de for the
beg1nn1ng teacher know]edge of the schoo] and .the curriculum to which they
have become party. A support teacher w1th mentor-11ke qua11t1es m1ght
eliminate.some stresses of f1rst year teachers,

Clearly, a. mentor-teacher, in the homeric sense of the word--"mentor"--'

cannot in fact be ass1gned to a beginning teacher in an 1nduct1on program

'A mentor-protege pair connotes a voluntary and deep re]at1onsh1p not limited

to basic. direction and encouragement (which more ‘characterizes the ‘
responsibilities of a-"coach“) It may be feas1b1e however, te prov1de thel
beg1nn1nq teacher with a support teacher for the f1rst s1x months, and if 7
the re]at1onsh1p-were to evolve to that of mentor-protege, it's cont1nuance
could be advocated but voluntary.. Zey notes that chemistry is a result, not

a cause of the mentor-protege connection, in that'the mentor re]ationship

,deve1ops on a ‘much more funct1ona1 basis. (Zey. 1984, p. 174) ln the

6-month tr1a1 per1od, st1pu1ated by Ph1111p-Jones, the pa1r would- determ1ne
1f they were able to work together--estab11sh a mutua] trust, respect, and a
belief in each other's ability to perfonn,competent1y (Zey, 1984 p. 73)

Gehrke and Kay confirm the notion that wath time teachers in mentor

'relat1onsh1ps deve]op a more comprehens1ve re]at1onsh1p in a profess1ona1

and personal ‘manrier. Weber (1980, p. 20) suggests the mentor accept the

protege as an equal and friend, however, ‘their differences in age and
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ekperience means-they are not peers. The relationship. Weber describes is

suitable for the_beginning teacher and his/her support or mentor teacher.

SuggeSted by~Levinson is that there should be a 6-8 vear difference between

the mentor and protege not to exceed 20 years or drop below six yearswwn--~w~

There are s1gn1f1cant benef1ts for the beg1nn1ng and exper1enced (often.

older) teacher from enaag1ng in a mentor-protege relat1onsh1p. The

,beg1nn1ng teacher's advantages are numerous, 1nc1ud1ng such benef1ts as

guidance in classroom techn1ques and management he1p with subJect nwtter

content, " and consequent]y reduct1on of stress (often incurred in 1arge doses

dur1ng the first year). The rea11zat1on of Lev1nson s "dream" for the

protege could be ass1sted by the mentor—teacher.

Krupp s research 1nd1cates o]der teachers can potent1a11y improve their

sense of self worth and form new fr1endsh1ps as a result _of a workshop wh1ch
1n1t1ated a mentor program. Kram (1983 p. 609) adds adult growth is

enhanced by mid 1ife in order to redirect one's energ1es into creative and

'product1ve act1on that can be respons1ve to'sa11ent concerns of the protege.’

The issue is that of Er1kson s (1950) generat1v1ty vs. stagnation.

Generat1v1ty, or concern for gu1d1ng the “next generation -could prov1de

purpose to an older teacher s somet1mes routine pace. Prov1d1ng guidance

. for a younger teacher g1ves credence to the o1der teacher's understand1ng of

their own career.

IdeaT]y;'mentor and beqinning teachers should carefully scrutinize each

. other's qua1ifications (N. B Zey s 11sts of quest1ons and character1st1cs\

before making a f1na1 dec1s1on as to whom to engage in an assoc1at1on w1th

- Once the pair has been estab11shed “they will begin the journey through the

»phases of the re]atyonsh1p Due to the nature of teaching, however the
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- -duration of the phases and the events may differ from those described by

novice teacher a key obJect1ve., Bensahe1 warns. the mentor shou1d not try
' As Fagan and Wa1ter suggest 1n the1r study, educators can. e1ther
encourace 1nforma1 mentor1ng or they can deve]op forma1 mentor1ng programs
(198 s p.,117) For those teachers/adm1n1stratnrs deveIop1ng méntoring
programs 1n the1r schoo1 d1str1cts, gu1de11nes' app11ed by .L1nda
th\ltp Jones (1983) and AlTeman et al. (1984) m1ght be incorporated 1nto

the)r master-design. Below. the authors gu1de11nes have been adapted to

teach1ng

,\\ 1. The top adm1n1strat1ve off1c1a1s of the schoo1 district or

\, university must support the - program. Publicat1on of the program

N,
N

: d\\ through Speeches, 1etters, or other official communication would be
‘he1pfu1 |

2.\ If p0551b1e, the formal mentor1ng program must be a part of a

1arger career developmenta] model in order_to stab111ze the success of
mentor%hg activities. " |

3. The program must be voluntary - no penalties should. be given those
who ‘do not Jo1n or wish to drop out

4, Short term\comm1tments, preferably 6 months shou1d be made between

‘_mentors and proteges. For this duration of t1me a clear statement of

s

- Kram, A1ways, the mentor-teacher shou]d make nurtur1ng 1ndependence in the,'

expectation shou]d\be devised_this period. Any needed transfers should

be allowed between mentors and mentees.

5. A very careful sefection of mentor-teachers should be" conducted.

- As Schlechty suagests, recruitment and selection is an integral part of

the indUction'process; vThe California State Department offEducation

and Lambert provide noteworthy,gujde1ines for this purpose. Mentor

tr
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~ teachers should be se1ected by adm1n1strat1ve as well as peer tedchers
to ensure qua11ty in that status position. ‘
6. Mentor teachers should be allowed to conduct their activities in a
sty]e most comfortab1e for them after having rece1ved formal tra1n1ng
as we11 as a packet of mater1a1s they nay per1od1ca11y call upon.
Expectat1ons for the mentor-teacner should be reasonable at the start. -
Any extra reSponS1b111t1es shou1d be negotiated between the beg1nn1ng«
teacher and the mentor teacher at a later date. - |

7. Mentor teachers who engage in a forma1 1nduct1on program, he1p1ng
beginning teachers, should receive some type of reinforcement: extra
tra1n1ng, time off, pay ra1ses or st1pends.

8. The work1ng env1ronment shou1d be arranged in a8 manner by wh1ch the

mentor and protege are accessible to each other. Also a11owingftime

 for social exchange within the day and encouraging of f-work activities;
may chance the re1at1onsh1p.
9. 0nce the relat1onsh1p is secured an exact wrftten Jist of - -
'act1v1t1es and expectations shou1d be provided for-bothgparties,
10. A systematic monitoring_system'shou1d be agreed upon by both
parties. uData.shou1d be conscientiOus1y recorded in order to ensure
“the continuance of. the program. Intens1ve c11n1ca1 supervision,
demonstrat1on, coach1no, and constant corrective feedback shou1d be .

components of the monitored system. N

N
,11. Continuous goal sett1ng should be engaged in by the beg1nn1ng

_teacher and should be based on detailed observations by the -

‘mentor-teacher.

This list is by no means exhaustive, but would be a strong starting point
S R . '
for those persons contemplating initiating an ‘induction program in their




school diStrict or state. The advantages of & mentor1ng program for the
. teachers involved are manifold, thus, a carefu]]y p]anned and mon1tored
p11ot proaect at 1east, wou1d appear to be warranted Lev1nson stateS' P
‘Poor mentor1ng in early adu1thood is the equ1va1ent of poor pare’t1ng 7
in childhood: w1thout adequate mentor1ng a young man s [woman s] entry
into the adu1t wor1d is greatly hampered Some deqree of emot1ona1
] support, gu1dance and sponsorship”is needed to smooth the way andAmawg

the journey worthwhile. ' | _ o o s

é S ‘ - (Levinson, 1978; b. 338)
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Capsule Description'of Eleven Se1ectedbBegihningﬁTeacher Programs

1. The N.A.5.S.P. Project on_the Induct1on of Begjnn1ng Teachers (Hunt,

- "T‘W‘.N“ - ”

| 1968; Swanson, 1968)

Th1s pro;ect was a three-year exper1menta1 effort (1965 1968) funded by

the Carneg1e Corporat1on and deS1gned.5pec1f1ca11y>to test the va11d1ty ‘of

f'Conant‘s‘recbmmendations cbncerning teacher inductidn. The final year of

'the project 1nvo1ved 188 beg1nn1ng high school teachers in 33 schools in

f1ve-states. There were two. major purposes to the proaect (1) to give

beginning teachers extra ‘time and help so that they m1ght better develop

professionally; (2) to discover throdﬁﬁ experimentation means by which the

first years of teaching might be improved. Despite a great dea1.of'
variation among local projects, there were four e1ement$}that all sites held

in cemmon: (1) the teaching loads of beginning teachers'were reduced by one

~class period; (2) experienced. teachers were appointed tp work with 3-8

beainning teachers and were given a reduced workload dfaone‘period; (3)

assistance was given to beginning teachers. in finding and using good

instructional materials; (4) beginning‘teacher§ were: provided with special

information on the characteristics of the community, student body and school

policies.
Ind1v1dua1 and group ass1stance was provided to beg1nn1ng teachers on
as as needed basis w1th1n a four-phase framework: Phase I--a preserv1ce

orientation; Phase II--a.beg1nn1ng of schoo] orientation supp ementa1 to or

.invb1ace of the regular schqgl orientation,prograh; Phase IlI-a first

semestér -program focusing on the "practical;" Phase IV--a second semester

program 5nVO1ving a gradual shift from practical concerns to more long range

and theoretical .concerns. Program activities included group iseminars,

| observations of experienced teachers, analyses of Qideotaped lessons and
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team teaching. A forma1 and 1ndependent evaluation of the project was

undertaken by the R&D department of the Detroit. Pubiic Schoois in 1967

This evaluation conSisted-of a series of questionnaires given to beginning :

,'-.and‘cppperating teachers and analyses of 1ogs kept by'the beginning

teachers The focus of the eva1uation was. on the kinds of he1p most vaiued

‘ by the beginning teachers and on the nature of program impact

2. The. washiggton State Modified Internship for Beginning Teachers (Hite et} '

al. 1966 Hite, 1968)

Following a request from the Washington S.E.A.. for experimentai efforts

to improve conditions for first year teachers, Hite et al. (1966) designed

-an experiment to test the effects of reduced work loads and intensive

inservice training on the attitudes and behaviors of_beginning teachers.

The project, which ran during the 1965-66 school year, involved 120

| heginning eiementary teachers from five school districts. There were three
'~different experimental treatments and one control group (30 ‘teachers per

group). - Two offthe experimental groups were given a 25% reduced teaching

load (1 daily released time) and either were observed by and conferenced
nith a district supervisor twice a week or visited c%gssrooms,of experiencédhr
teachers twice a,week. The third experimental grnupdwas given only a 25%
reduced teaching'ioad\(ZS% fewer pUpiis).A TheiControi group received no
special treatment other than the regular school district'orientation-
procedpres. *The}igur groups were‘matched on the basis of their grace Tevel
assignment and grade in ‘student teaching ‘Each beginning teacher
(experimenta1 and control) was observed four times with @ classroom -
observation system and compieted an attitude sca1e prior to each visit, A

follow-up study was cqnducted during 1966-67Aw1th 10 randomly’ se1ected




teachers from each group to determine Whether the effects of reduced loads

* and support persisted.

3. The Oswego N.Y. Plan for Team~Superv1s1on of Beg1nn1ng Teachers (Read1ng,

et a]., 1967; McG1nn15, 1968)

" Funded by the New:XO;YEI-E A., this exper1menta1 e‘fort was des1gned to o

help f1rst year teachers to 1mprove their- c]assroom performance and to

reduce the beg1nn1ng teacher dropout rate. The program consisted of an
experienced teacher (team 1eader) trained in a opeCifjclmode] of!eupervision
working'with a team of four-five,beginning,teacherijfn theasame bui]dfng.
The focus was on the team members prOVidinglmutual assistance through
observations and analyses of each member?e teaching.='The/goa1 was ‘to have
beginning teachers eventually develop habits%5of self-analysis. A

significant feature of this program was that the supervision provided was

"tota11y divorced_fromfregu1ar school'district‘evaluation procedures.
~ Nothing that took place in the team sessions. was ever communicated to:

“building administrators. In the first year of operation (1967-68) the

program involved 127 beginniné teacberg in 20 schools with a team 1eader in
each school. Money Was given to each‘schooi district by the S. E.A. to

prov1de re]eased time for team members as the d1str1ct saw fit. An

'evaluat1on conducted by the S.E.A. was still in progress at the t1me the -

: program descr1pt1ons were wr1tten Tentat1ve resu]ts are reported

4. The Beginning Teacher Deve1opment Program in Hawa11 (Noda, “1968)

This pilot program whjch was 2 joint effort of the University of
hanaii, the Hawaii S.E.A. and local L.E.A.'s was a statewide effort to
provtde added support to beginning teachers;: Durino its firstlyear of
operation-(1966;67), the program invo]VedZSOQ beginning teachers in over 100

elementary afid secondary schools throughout' the state of Hawaii.

e .
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Two University of Hawaii consultants provided supervision courszj and
h

\individual cqnsultationsifor the. supervisors. An evaluation of t

Forty-eight expérigncéd'teaéhers were-appointed to'provide supervision for
beginning teachers at a ratio of -about 1:10. Each supervisor worked in

several schools and was given some released time -for supgrviSory activities,

_but it is not clear from'the report of the program how much released time

- was proyided. The overall -goal of the program was to develop

"self-directing" beginning teachers. :This program, unlike many others, did
not separate the supervisory support from regular school district evaluation
procedures. Each supervﬁsor was reQuired to submit an‘asseSSment of his or
her  beginning teachers to the building principals at the end of the‘year;

3, program

was conducted, but it is not clear from the'data presented what.procedurés

‘Were‘used.

‘ résponsib1e'for planning, implementing, and eVa]uating the program; The

their own classroom behavior and'in seeing their students.as individuals.
. The content consisted of one full day per month released time for begirning
‘teachers to attend seminars in groups of 8-10. The seminars were staffed by

district personnel. Some additional but -unspecified amount of released time

5. The Wheeling, I11., Teacher Inservice Training Program (Johnson, 1969)
This federally funded (Title 3) program which began in one high school
with 22 beginning teachers in 1967-68 was later eXpénded to include

additional schools and experienced teachers. - The L.E.A. was totally

focus of the program was on getting beginning teachers involved in assessing

was also provided for beginning téachers to observe in the classrooms of

more experienced teachers. The content of the seminars varied according to

the expressed needs and concerns of the beginning teachers. “Additionally,

many simulation exercises were utilized which focused on interpersonal and

T
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. group dynamics. Sem1nar sess1ons were v1deotaped to enable part1c1pants to
become more aware of their own behav1or. An ‘evaluation conducted by the
L.E.A. focused 0n user sat1sfact1on and on changes in beg1nn3ng teacher )

att1tudes | .

6. The N11mette, I]] s Prggram for: 4;ginn1ng Teachers (w11mette Public .
Schools, 1969) : : v o ) .

- This federally funded (T1t1e 3) program for, b%ggnn%hg teachers with 0-2

years exper1ence was 1n1t1ated'1nwl968 69”}‘fn its initial year the proJect

[ g‘wx P

serx1ced 80 beg1nn1ngrteachers in 9 pub11c ‘and pr1vate W11mette, IMinois,

.elementary schoo]s. Therprogram cons1sted of a five-day summer or1entat1on

: workshop and one-half ‘day per nonth re1eased t1me for beo1nn1ng teachers to

v part1c1pate 1n workshops, demonstrat1ons, and c]assroom observat1on< end

individual consuitations. - Add1t1onal1y, e1ght-Saturday workshops were held

ron issues related to curriculum, teaching methods and instructional

materials. Experienced "he1ping teachers” were appointed to work with four

to six beginning teachers in p]ann1ng and se]f-eva]uat1on and they observed

neophytes classes. These helping teachers were g1ven some unspec1f1ed form

of superv1sory tra1n1ng and limited released t1me. Finally, un1vers1ty
advisor-consultants were available on scheduled 1nservice days to provide
additional assistance to beginning teachers.

A11 of the assistance given in this program was totally separatekfrom

’the‘district's teacher evaluation procedures. Also, an attempt was made to

L)

prov1de an 1nd1v1dua11zed proqram for each neophyte and to meet beginning
teacher needs as they emerged. At’ the end of the first year of the proaram,
p1ans‘were underway to form an Advisory Council ofya11 representative

interest groups. The Institute for Educational Development ip-Downers:

"~ Grovey, IMlinois, served as a consultant to the L.E.A in conducting a program.
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" evaluation which focused on the degree to which neophytes felt that their
needs were'being met and with the satisfactionfwith the program expressed by

a11 role groups.

'7. The New York City Support1ve Tra1n1ngﬁProgram for Inexper1enced and New
- .

Teachers (Honlnan, 1970)

g

Th1s p11ot program funded by the hgy Yor 0ff1ce of Urban Educat1on was

1n1t1ated in 1968-69 to provide suppOrt' e serv1ces for beq1nn1ng teachers

and to reduce teacher dropout rates” in schools with a h1story of high
teacher turnover. The program was’ concentrated pr1mar11y in low income
~areas of Manhattan, Brooff;n, and the Bronx. The content consisted of

"prov1d1ng s;111e nd experienced "master teachers" to serve as consultant

'resources for/heg1nn1ng teachers. These masterwtéachers assisted individual

"-neophytes ‘in many areas 1nc1ud1nr curriculum 1mp1ementat1on, estab11sh1nq

é ' '///(/c1assroom rout1nes ‘and teach1ng methods; Some inservice workshops were also
| ;,,f conducted for;groups of beginning~teachers, Each magter teacher worked wtth
; o approximately nine neophytes and. was: given 100% re1eased.gtime:

;\ Additiona]]y,'avwide variety of ‘school district spedialists were made

t e ~available to the program,as back-up resources. The N.Y.C. Office of
Personnel provided'some'unspecified trainino'and support for the 152 master
teachers., A program eua]uation was conducted,by the‘Office of Urban

| Education in which STINT teachers were compared with a control group of
beginning teachers in similar settings. This evaluation Was4COncerned with‘

; - the amount of staff turnover, observations of neophytes c1asses, teacher -

ard student att1tudes and the extent to which the program was implemented. ,,/“

e
-

8. The South Texas New Teacher 0r1entat1on.Pronect (Dooley, 1970) e

e

~ This project, which involved six L.E.A.'s, two I.H.E.'s and a regional

educational service center, was initiated in 1968-69 with the .involvement of

« e
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357 beg1nn1ng teachers (either new to the profess1on or new to a school
district). = The program was des1gned to strengthen the teaching sk111s~and
professional comm1tment of new teachers to work w1th Tow income
Mexican-Amer1can pupils in Rio Grande border schoo1s. The first phase of
the program inuo1ved giving beginning‘teachersire1eased time to attend
'one4hour month]y sna1i group discussion-trajning sessions°1ed by university*
consu1tants and a551sted by exper1enced teachers. 'These seminars‘werejfu

1arge1y unstructured and focused on. the concerns- expressed by beg1nn1ng

: teachers. There was also a limited but unspecifiéd amount of re1eased t1me

provided for neophytes to observe experienced teachers. An evaluation

conducted. by the educationai service center consisted of a questionnaire“

‘which was sent to a11 of the program part1c1pants at the end of the f1rst

i
s

, :_//

- which program ob1ect1ves ‘were ach1eved the job sat1sfact1on of begin

. year of operat1on. The focus of the quest1onna1re was on the extent to

_teachers,.proJected teacher turnover, anc detailed feedback about -the value’

of thefsma11‘group sessions. In the secﬂnd year of operatio a groupaof the
P _

or1g1na1 neophytes produced a teacher orientation book/et for use 'in Rio
. - . s

Grande schools. 3 i P L

9. The Washington, D,C., Program for§the Recruifhent/of BegdnninojTeachers

(Scates, 1970) - TN B

- . beginning teachers with support,

Th1s federa11y funded (T1t1e 5)/proJecc was designed to, provide

raining, and assistance to'heip them
succeed in a 1arge urban schobl district. Additionah1y, there was a
partfcu1ar focus on he]ping beginning teachers to uselvaried'approaches in
_the teaching of read1ng and 1anguaqe arts and in developing skills in human
relat1ons. The program conswsted of a two-week summer orientation workshop,

-3 one- day released t1me workshops, and continuing individual support and

67 ..
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° ass1stance throughput the year. it bs unc]ear from the report of the -k

= program how and by whom th1s individual ass1stance was provided.- The first

_Ayear of the program nvolved 36 teachers who were e1ther new to the .

1

profesS1on,or new ' to the_DuC. school district. A program evaluation
L n conducted by the district R&D ‘department consisted of a° series of
questionnaires focusing‘oh“user'satisfaction and on how well the program

u

- objectives were implemented. o : ) .

10. The Salem, New. Hggpsh1re, Program for Helpjng the Beg1nn1gg Teacher
(Harash1o 1971) ' )

»

oL Th1s program was 1n1t1ated to help beo1nn1ng teachers in one Salem, New

\

Hampsh1re, high schoo1 The total program was carried out ut111z1ng

ahy released time costs. There were four

1nterre1atedqprooram components. F1rst each beg1nn1ng teacher was pa1red

existing schoo] staff and without

w1*h an experienced cooperating teacher. Each member of a dyad taught in

the same subject area and had common free periods for conferencing. _TWQ_.H A ) ¥

cooperating teachers served as resources to the neophytes and had noth1ng to

-

o db w1th formal assessment procedures. Secondly, each beg1nn1ng teacher was

trained to 1nterpret data gathered from the‘.~anders Interaction Ana1ysis

system. Two\tra1ned staff members obs- beginner with a Flanders

: - and held an post ana1y51s sess1on after each observat1on. Each beginner was A | “?
observed twice in this way. Next, seminars were held every otherAweek after ‘
school as a chance for the neophytes toiexchanges_prob1ems and ideas. . The
beginning teachers suggested the topics and Speakers for these sessions.
ﬁ?nal]y, beginning teachers were observed an unspecified number of times by

. the curricu1um coordinator and department chair with a post-analysis : "3

occurring after each lesson. Beginners were also given some opportunity to

(|

i
A ]
1%

observe experienced teachers and kept a jourral throughout the year. There

68 | | .
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is 1imited evaluation data‘reported on.this program concerning the extent of
user satisfaction. .

11. The ATabama F1rst Year Teacher Pilot Program (ATabama S.E.D.. 1974
BTackburn et al., 1975) A

This f1na1 and one of the most complex of the begfnning teacher
programs was initiated on a pilot basis in'1973-74 foTTow%ng a resolution by
the A1abama S.E.A, stat1ng that I H.E.'s, L.E. A s and S.E.A. should jointly
assume reSpon51b111ty for the success of beg1nn1ng teachers. The S.E,A.
tota11y funded this project which involved 100 beginning elementary,

: secondary and Spec1a1 educat101 teachers in 7 school districts during its
f1rst year of operatgon. A support'team-represent1ng each of the three
Sponsoring groups Rrov1ded 1nd1v1dua1 support for each beginning teacher. .
F1rst there were 6 Un1vers1ty of Alabama clinical profess\rs each of whom
worked with 16-19 neophytes.E The professors observed demonstrated teach1ng
techniques and he1ped each teacher conduct a self- assessment of the1r needs.
Secondly, each beginning tea\cher was assigned tc one of two S.E.A.
consu1tants who visited with the neophytes in their c1assrooms and cha1red
support-team meetings. F1na11y, each L.E.A. had a program coordinator who
" helped beginning. teachers becomg acquainted w1th the school and commun1ty ‘
and obtain -instructional resources Thus, each neophyte had a support team
of three: one clinical professor\ one L.E.A. coord1nator, and one S.E.A.
consu1tant. The overall goal of the program was to determine the most
common -and specific needs of the f1rst year teachers and to he1p them assess
their progress'toward‘Specified goaTsT An evaluation was conducted in which
100 teachers were compared with a controT group on the basis of

quest1onna1res and interviews.  The \evaTuation was concerned with

69 |




docﬁmenting_the kinds of support received by beginning -teachers,

attitudes, student attitudes and student achievement.
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Appendix c

Ro]e and Function of MM rMaster, Mentor],
MTC [Master Teacher Candidate] and Master: Teachers
"Criteria for Selection

Benningfiéld, M., & Others. A proposal to establish demonstration schools
and the identification, training and utilization of master/mentor and

-master teacher: _joint school district and University of Louisvi
project. - : . o 'x, ~ '
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MM, MTC and Master Teachers
- : Cr1ter1a for Se]ect1on
. 'Demonstrated skills in the classroom
Commitment to the c]assroom
Cdmmitmenf to education -
Commitment to children .
Commitment to inservice educefion
Commitment to professional and personal growth
. "Demonstrated ability for instructional leadership {c1assroom)
Ability fo comnunicate with peers (other'c1assroom teachers)

W1111ngness (ability to be involved in 1nserv1ce educat1on under a
variety of env1ronments and cond1t1ons

Able to develop and utilize a‘var1ety of support systems

. Flexible

High problem-solving ability
Be able to anticipate

High content knowledge .

Be able to analyze
High verbal skills (articulate)

Able to handle, complex sftuations

\

Able to develop sundry options. and a]ternat1ves

Ability to make appropr1ate cho1ces among a. variety of a]ternat1ve and
options

Knowledgeable about changes in methodo]og1es, knows how to use them
appropriately (e.g., micro-computers, mastery teaching) in classroom

High knowledges of 1earn1ng theor1es, Educational Psycho1nqy, and knows
ch11dren

W1111ngness to be involved act1ve1y in applied and act1on research in
the classroom and school

Willingness to travel ' ? appropriate for M teachers)

73
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Demonstrated willingness to expend effort and energy beyond the typ1ca1
school day

25, Hign1y creatiye

3
!
7
3
i

26. Independent thinker .

27. Process oriented

28. KnoW]edgeab1e about  the : effecting education (classroom,
' non-classroom factors, e.g., po11t1ca1, social, economic, community A
issues, etc.) : o : o

29. Demonstrated use of a variety of teaching techniques in the c1assroom

'30.  Knows' current literature in h1s/her field of 1nterests (E1ementary Ed.,
Math Ed., Social Studies Ed., .etc.) as well as the broad areas (e g.,
effect1ve schools and effective teacher literature) .

. Can use individual and. -groups (small, large) teaching techniques in the
classroom

32. Can be original
33. Is "bright" | |
34. Can subport and reinforce others
- 35. AB]e to develop Supbdrt systems for teaChere
36,_-Br1ngs out the best in others

37. Has high 1eadersh1p ab111ty, but can be a part of a group (h1gh]y
skilled in group dynam1cs)

38. Is profess1ona11y, persona11y, and psycho1og1ca11y secure with
themse]ves and their abilities v

- 39. Can give ob;ect1ve cr1t1c1sm
. 80. Can take criticism

41. Willingness to change ideas, ideals, etc., when professionally
- appropriate

42, Must have a Master's Degree and-CEU/PSD/Rank I Credits
43. Have a continuing education plan and_has implemented part (or all)
44, Well read pnofessionaf1y and nonbfofessiona11y |

45. Has a‘histdry of high student achievement in classes taught

"o | 7z
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Appendix D
Role and Function of MM and Master Teachers

Benningfield, M., & Others. A proposal to estzblish demonstration schools

~and the identification, training and utilization of master/mentor dnd
—master teacher: A joint school district and University of Louisville

project.

i

75

75




B

ROLES AND FUNCTIONS

"ROLE AND FUNCTION OF MM AND MASTER TEAGIERS.

SA3YJea| J3ISBW Pue WH 10 UOLIJUN pue 3oy

TEAGIER CATECORY
__4 M g MT
1. Demonstration of excellence in classroom teaching District Local
- * : ' Wide School
2. In-service instruction (individual, school district-wide) - District Local
. i ‘ . - _Wide School
3. Curriculum development (school building level, district-wide) ~ District Local
' - o L _ Wide School
4. Development of new teaching techniques and methodologies - _District ..Local -
. - . N : Wide School
5. Active disseminator of excellence in teaching District. Local
. ' : - Wide School
6. Participate in applied and action research District -(not required)
e _ ~ » - Wide
- 7. Punction as teacher role models for teachers Disfrict Local
~ v s ' R Wide School
8. Function as teacher role models for administrators District Local
. . _ - Wide School
9. Provide instructional leadership in assigned school(s) District -‘Local -
- ' L : Wide School
10. Provide-feedback on effective (as well as ineffective) programs District Local.
o ' - ; Wide - - School
11. Participste in ""think-tank” activities on a building level; systems leve District - Local --
e _ ' i - Wide School
12. Punction in a Master Teacher team to solve instructional problems in ' '
individual settings (e.g., classroom, school) - would work with regular T s
~ teachers in a joint effort in problem solving : District Local -
- - o Wide School
13. Translate theory and research into practice : ' .
: - (work closely with University) ' District . Local
. : , Nide School
14. Work closely with school building principal(s) District Local
B . . - Wide School
o teachers have district-wide and building level obligations
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" Pppendix E

A Profile of A Mentor L e e

Lambert, L. Adult education, teacher prepaiation and.inServicé: An urgent
agenda. . - o C L
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Appendix E
CHART 11

Skills of Mentoring

orchestrate cognitive dissonnance and consonance.

‘through such approaches as quest1on1ng, feedback and

coach1ng
»

provide solid experience as a context For exam1n1ng
ideas and act1ons . :

- demonstrate strong comm1tment to personal growth and

development include continued learning, self-

- reflection, analysis and critique

foster self-direction in others by encouraging

independence and se]f—ana]ysis

understand the stages of a mentor1no re]at1onsh1p,

altering the interaction in response to grow1ng

autonomy , .

‘demonstrate f1ex1b111ty by know1ng when to be a

teacher, facilitator, listener, inquirer
demonstrate skills as an action researcher

understands persuas1on, fac111tat1on and change
processes

- serve as ‘a model adult learner

demonstrate strong collegial sk111s--1nc1ud1ng
critique, support, and rec1proc1ty

understand and communicate know1edge of e‘fettive
teaching

(43

evidence capacity for mutual trust and regard

’

Essential Elements of
Adult Learning

cognitive d1ssonance/
consonance

experience

purpose, self-
analysis

self-direction,
emacipation

autonomy, adu]t

development - .

cogn1t1ve d1ssonance/

consonance, support

irquiry, dissonance

all elements

all glements'
Co]]egia]jty
technical assist- .
ance, modeling,
cognitive dissonance/
consonance

trust, regard

i
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Appendix F

- "Control. and Governance in the Imp1ementat1on )
of Induction Programs" '

ﬁFDonaJd,ﬁF. The problems of beginning teachers: A ;rigis in_training.




: Appendix F ,
Control and Governance in the Implementation of Induction Programs /
An induction program usually involves both a college or university and-
a school system. Listed below are elements of an induction program and
the groups who might have responsibility for them in future programs.
For .both kinds of induction. programs, next to each program elemert,
indicates- the number associated with the group which you think sybuld
~have primary responsibility for the element. If primary responsyb111ty
should b shared, indicete the numbers of each group who should share in
the responsibility. o

Groups: (1) University; (2) School System; (3) Teacher
Organization, and (4) State or Federal Program

Ratings - , ~Program Elements

Intern Beginning

Programs  Teacher Programs

46. Program'design

47.  Program administratfoni

48. Program implementation

49. Program monitoring

- 50. Program'evaluation

51. A11oc5tfon of finances,
(compensation for different
personnel, materials, space)

52.. -Selection of begfnnjng teachers

53. Training of beginning teachers

T 54, Place and supervisibn of e
. beginning teachers

- 55, Evaluation of beg1nn1ng
: teachers

56.% Select‘on, training and
.evaluation of university
faculty/supervisors -

57. Selection, training and
-~ evaluation of district or
'school training staff including
_ cooperating teachers

(please specify)‘

Comments:

8 g 1 | -




"J}Cost Factors ) ‘ ‘
-G, - Induction programs m1ght be financially supported by severa] different
: '_sources. for questions 58-61, check each source which you think should
- contribute financial support. Also for each question, please indicate
which of the 6 funding sources should be the primary source of fund1ng
by c1rc11ng the check mark assoc1ate with your choice.

o Vf_;uff | ‘ ' Fundlng Sources

Teacher

Univer- School Organi- Founda-

Fed.. State sity System zation tion

58. The experimental develop-" R . s
ment of INTERN PROGRAMS ' s _

59. The Tong term operation _ , 4
of INTERN PROGRAMS - L - , .

60.  The experimental develop-
- -ment. of BEGINNING TEACHER
i ~ PROGRAMS

61. The long term operation
of BEGINNING TEACHER
PROGRAMS -

Other: (please spec{fy)

Comments:

H. Beainning Teachers and Intern Teachers‘might be compensated in several
ways. Below are listéd 4 alternatives for compensating INTERNS.

‘Receive partial or full pay as regular: %1rst-year teacher’ﬁ

1.
2.}'Rece1ve proportion of f1rst-year teacher's pay plus university
" credits for internship.
‘3. Receive university cred1t plus remission of tuition’
"4, Receive university c¢redit only
' o . ‘ - Method
62. Which of the 4 alternatives would be the , R
~ most desirable method of compensation? 12 34
63. Which of the 4 alternatives would be the .
1ea=t desirable method of compensatioh’ .1 2 3 4

Be1ow are 11sted 4 alternatives for compensating BEGINNINC TEACHERS

No extra c0mpensat1on
Release time from dut1es
Inservice credit

Extra pay

2 W N v
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* 66. Which way would be the most desirable of " Method

- Comments:

- ' . Method 5
- 64. wh1ch of the 4 a1ternat1ves would be the .
most de51rab1e method of compensation?* o, .1 2 3-8
65. Which of the 4 alternat1ves would be the
. 1east des1rab1e method of compensat1on7 =1 2 3 4
‘Other: (please Spec1fy) M ] L )
Comments: .
- s &, ‘

1. Cooperating exper1enced teachers might be compensated in a number of
ways (meney, credits, time). Four of these methods of compensation are
listed below: : - - -
1. . Regular pay, plus release time in prOport1oﬁ to number of
inductees supervised
2. ~Regular pay, release time, and -course credit -
3 Regular pay, release t1me and add1t1ona1 pay for each 1nductee
supervised -
4.- Regular pay, release time, and pay at an hourly rate for Each hour
‘ of supervision . .

compensating cooperating experiences teacher ,
who are involved with INTERN PROGRAMS? -1 2 3 4

67. Which way would be the least desirable of
compensating cooperating experienced teachers : )
who are involved w1th INTERN PROGRAMS9 1 2 3-8

68. Wh1ch way would be the mo:t des1rab1e method-
of compensating cooperating experieficed -
teachers who are 1nv01ved with BEGINNING '
TEACHER PROGRAMS’ ‘ .1 2 3-4

69. Which wa§ would be the least des1rab1e
method-of ‘conpensating cooperating
experienced teachers who -are involved with .
BEGINNING TEACHER PROGRAMS? . 1 2 3 4

Other: (p1ease specify)_ :

.




Appendfx'G

Characteristics and Functions of A Mentor

Bova, . M., & Phillips, R. R. “The“mentoring relationship as an educational
experience. ' o3 . ’ ' _
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Appenéix G
CHARACTERISTICS AND FUNCTIONS QF A MENTOR
One of relative]y high organizational staths who by mutual conseﬁi
take%?an active interest ip the cqfeer_developmenf-of another person.
(Sheehy, -1976, p. 151) ° | v
h guide who supports the person's dream and helps put it into effect in
the world, (Woodlands Group, 1980, p. 131)

One defined not im terms of the formal role, but in terms of the

character of the relationship and the function it serves. A mentor's .

priméry,function is to be a transitional fig&re, one who fosters the
younger pérson's development, a mfxture of parent and\peef{ }Levinson,
1978, p. 98)

A non-parental cakeér role model who actively provides cuidance,
support and oppbrtunities for the protege. The‘function of a mentor:
consists of role model, consultant/advisor and sbonsofi' (Sheehy; p.
131) | e

One who "persona|]izes the hode]i g influences foh the protege by a

direct involvem nt‘not necessarily implied'by a role model. Thus, in

addition to being qﬁ:o]e mOQe1,'the mentor acts as a. guide, a tutor

coach, and a confid t. (Botlon, p. 198)

. One who possesses sincere generosity, compassion and concern. They

listen in the Rogerian sense, displaying feelings as well as ideas.

(Woodlands Group, p. 920)

3

One who is receptive to leoking objectively at accomplishments and .

-~ .
giving encouragement, and also running interference for proteges being

groomed, for higher-level jobs. (Thompson, 1979, p. 30)




8. MA mentor may act as & host ahd.guidé welcoming the initiate into a new
occupational and social Qorld and acquainting the protege with its
~values, Customs,.resources.and cast of charactefs. (Leviﬁépn, p;‘98)
9. A’mentpr'is a person who shares "thé'dream"4-n6t necessarily a
consciously formulated career»goal but takes a cherished perception of
~ self (ego ideal). ‘(Misserian, 1982, p. 87)
10. Menters are influentiaf'peo§1e'who'significantly help proteges reach
major life _goals. They have the power--through who or what they know---
to promote welfare, training or career. (Phi]Tips?Jones, 1982, p. 21)

(Bova & Phillips, 1984, p. 17)
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Eclectic Profile of the Mentor-Protege Ré]atiqnship“ L,
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Apoendix H

Eclectic Profile-of the Mentor-Protege Relationship
Mentor-protege relationships grow out of personal wiilingness
to entef the relationships and not necessari]y out of formal
assignments. Thus, MPRs may not coincide with formal hierarchies -
(H. Lev1nson, 1968, 1969; Super, 1969; Fre111ch, 1964), |
MPRs pass thnoughva series of developmenta1 stages (Gabarro, 1978;
Strauss, 1973; Super, 1952; Super-et al., 1963) characterized
as formation, duration, and fruition.. Each stage has a
character1st1c set of activities and tasks.
Meritors are generat1ve that is, interested in pass1ng on their

wisd - n and experience to others (Da]ton Thompson, & Pr1ce 1977

* Elkind, 1970; Friedlander & Green, 1977 D. Lev1nson et al., 19 76).

Mentors try to understand, shape, and encourage the dreams of the1r

"proteges. Mentors often give their blessings on the dreams and

goals of their proteges. (D. Levinson et al., 19765 D. Levinson,
1978). I e
Mentors goide their proteges both technically and professiorally;

that is, they teach things about the technical content of a career

‘and things about the social organization and patterns of

_advanoenent of a career. (Bray, Campbell, & Grant 1974; Hill,

1976; D. Levinson et al., 1976; MacGregor, 1960).

Mentors plan their proteges 1earning experiences so that they will
be stretch1ng but not overwhe1m1ng and successful Proteges are
encouraged to accept respons1b111ty, but are not permitted to make

large m1stakes (Atella, 1974; Cantor, 1958;'Gabarro, 1978,

95 égé;'
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12.

‘Hinrichs, 1966; McClelland (in Kolb et al.), 1974; D. Levinébn et

al., 1978; Po]ahyi, 19585 Super, 1963; White, 1959).
Mentors provide opportun1t1es for their proteges to observe .and

part1c1pate in the1r work by 1nv1t1ng their proteges to work w1th

_ them (D. Levinson et al., 1976; H. Lev1nson, 1968).

Proteges learn in MPRs primari]y by identifichtiqn, trial and

error, and observation (D. Levinson et al., 1976;-H. Levinson, .

 1968; Polanyi, 1958).

Both mentors. and proteges have high levels of reSpect for each
other (Densmore, 1975; Gabarro 1978a, 1978b; Homans , 1950)

Mentors sponsor the1r proteges organizationally and profess1ona11y

AN

(Dalton, Thompson, & Price, 1977; D. Levinson et al., 1978; Schein,

1978).

MPRs have 1eve1§ of affection simi]ar.to'parentAChin're]ationships

~ (Braden, 1976; Bretano, 1870; Denty, 1906; Hall, 1976; Strauss,

1973; Yoshino, 1968).

O

MPRs end in a variety of ways, often either with continuing

amiability or with anger and bitterness (D. Levinson, 1978).
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Appendix I

What and How Proteges Learned
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WHAT. AND HOW PROTEGES LEARNED

- - Role ‘What Learned : ~ How Learned = .
§ Traditional Mentor survive in organization ‘role model
[ ~ = strict, demanding non-career related be- - "fi1ling "in" for .
"~ - bonding, emotional . behaviors (family) mentor at meet-
. ties ' - ings, listening
) - Supportive Bosses or - introduction to profession role model Cb
] . Mobile Superiors : (survey of general pro-. _ supervised tasks T ;
3 o : . fessional skills) , or activities L
A ' o how to move from organiza- completing - - E
. .~ ~tion to organization : .assignments- o |
~ o - that were more- ‘ -
and more: '
difficult
Organization survive in organization on own, good
Sponsors patience, pay attention - ~guess, intui-

to skills & getting experience tion & insight,
. - : - . then see if ’
approved by out-

come
[ Professional S vocational & career ' role model . .y
Career Mentors decision-making : , -~ role practice -
: visibility ' 3
| . i
| Patrons ' °

I Invisible - | - :
; Godparents - - not appropriate ,
i * Unsuspecting-Hero : ]
l _ Role Models | |
Family Career decision-making role model 5

r Mentors ' - _experience

(Bova & Phillips, 1982, p. 11)




